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Abstract
This project examines the emerging masculinities and the transformation in gender 
relations in the contemporary Chilean ruling class, and among its different fractions. 
Special attention is given to the connections between elite private education and the 
formation of ruling class masculinities through the lives of these men.
Ruling class men have not been systematically studied, in comparison with working or 
middle class men. Available studies focus on men at the top of key institutions or who 
are extremely rich. A more substantial concept of class is needed, and this project 
develops a relational conceptualization of class and gender.
Forty-five life-history interviews were conducted with graduates of different types of 
elite private and selective public schools. Analysis of these interviews, by intensive 
case study method, explores the way in which family and school dynamics, and labour 
processes, interact in the formation of classed and gendered practices. The study 
includes life-histories with ruling class women in order to explore their role in the 
making of the ruling class and hegemonic masculinities. New ways of understanding 
social class and its relation to gender are presented, in a context of social changes 
promoted by neoliberal globalisation.
The project seeks to enhance understanding of the interplay of gender and class in a 
generative perspective. In relation to masculinities, this perspective shows how 
masculinities are constructed historically through class practices, instead of 
conceptualising class as a pre-existent and static category that affects gender relations. 
The focus is on the process of growing up men, and the making of the ruling class, as 
two simultaneous and closely interconnected processes.
Studying the lives of ruling class men is a way of broadening our understanding of 
social inequalities and the dynamics of oppression by including those who are in 
positions of power and privilege. Particularly, the study examines the relation between 
the formation of the contemporary ruling class and its role in producing hegemonic 
forms of masculinities.
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INTRODUCTION
I arrived in Australia with the idea of conducting a classical school ethnography that 
would examine the relationship between masculinities and education. It was more or 
less obvious that I would focus on “disadvantaged schools”. The idea of sociology that 
I had in mind was one that was able to tackle “social problems”, a sociology that was 
able to produce “usable” knowledge in the form of social policy. Indeed, these social 
problems were generally highlighted not by those who faced them, but by experts, the 
sociologists! That was the training that I had in Chile in the mid-1990s. It was a time 
of depolitisation during the transition to democracy.
However, after a long time reading a wide range of books and papers, I realized that 
the literature on multiple masculinities was almost always grounded on the experience 
of working and middle class men. I also realized that when talking about education and 
masculinity, the literature was generally restricted to what happened within the school 
or during a specific time in the life of young people. I changed the direction of my 
reading to the study of class, and again, the most privileged and powerful men and 
women were generally omitted. Worse, when included, it was almost always from a 
gender-neutral perspective.
By that time, the consequences of the economic crisis of 2008 were visible. This 
exposed not only the fragility and exploitative character of neoliberal globalisation, but 
also that the rich 1-2% was identified as having the main responsibility for that crisis 
(and the rest to come). Suddenly the media in the global north discovered that the 
income gap was growing in their own countries (something that has historically been a 
problem in the global south, particularly in Latin-America).
But there was something that did not make sense. The huge levels of social inequality 
seemed not to be totally related to the rich, but to the social structure as a whole. 
Behind the super-rich, there were many people who profited from financial capitalism. 
Although critics stressed the greedy rich and the lack of regulation by the state, only a 
few people mentioned that the majority of the richest and most powerful were in fact
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men, and that they shared similar class backgrounds and practices, including similar 
educational trajectories, usually via elite private schools and elite universities.
I became particularly interested in understanding the dynamics of change and 
continuity in the gender order and in the class structure from the point of view of those 
who are most privileged. Elite private schools were a key point of departure, since they 
can be understood not only as class organizers, but also as an image of divisions and 
conflicts within the ruling class. The relationship between men and women in the 
ruling class, in the family, at school and in the workplace also provided an important 
point to understand how class and gender hegemony are made and remade 
simultaneously in a context of social change.
The following thesis expresses a point of inflection in Chilean society. It reflects the 
changes and continuities of growing up privileged in a neoliberal time. The neoliberal 
restructuration started under a civil-military dictatorship in the late 1970s and 
continued under democratic governments as of 1990. This restructuration brought 
contradictory changes in the class structure and gender relations. For instance, while 
poverty has been reduced from 40% in 1990 to 13% in 2009 (MIDEPLAN, 2010b), the 
concentration of power and wealth has increased (CEPAL, 2009). While people have 
more access to goods and services, there has been an expansion of consumerism 
grounded on credit and debts (Moulian, 1997). While there are some signs of men 
being more involved in child care (Aguayo, Correa and Cristi, 2011), women are still 
the ones who dedicate more time to domestic work and child care (INE, 2009).
The fieldwork of this thesis was finished towards the end of a social cycle that has 
been called the paradox of the Chilean neoliberal modernization - high socio-economic 
inequalities, social classes clearly differentiated and important distances between them, 
but with social stability (Moulian, 1997; PNUD-Chile, 1998; Espinoza, 2012). This 
cycle came to an end in the winter of 2011 when the largest social mobilization after 
the recovery of democracy was achieved by the students’ movement, with the support 
of 80% of the population. The thesis, then, reflects the time between the neoliberal 
reform and these massive social protests promoted mainly by the discomfort of the 
new middle classes (Fleet, 2011; Espinoza, 2012).
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These scenarios and their contradictions are a fertile context for the emergence of new 
forms of masculinities. Class and gender relations are always changing; the question is 
how they are changing and in which direction. Examining emerging patterns of 
masculinities in the ruling class is relevant for a number of reasons. In order to 
understand and overcome social inequalities and to fight against social oppression, we 
must understand the top end of the social structure. From such an agenda, practical 
knowledge can take multiple fonns, not only in the form of social policy. Studying the 
lives of ruling class men from their own experience is also relevant because the ruling 
class has a major role in producing hegemonic forms of masculinities (Morgan, 2005; 
Donaldson and Poynting, 2007).
In Part One of the thesis, I examine how the connection between ruling class and 
hegemonic masculinity has been treated in the literature and I discuss the method of 
the study. In Part Two, I present seven case studies which analyse the life-histories of 
five men and two women graduate of different types of elite schools, who grew up in 
different fractions of the ruling class1. The cases are presented in ways that allow us to 
understand how class and gender are constructed in the school, workplace and family 
and how they work together in the construction of different masculinities in the ruling 
class. Emerging from the case studies, in Part Three, four themes are analysed: (a) the 
role of the school in producing internal and external differentiations; (b) the unstable 
character of hegemonic masculinity in institutional settings and through life; (c) the 
role of women in the formation of the ruling class and hegemonic masculinities; and 
(d) two dynamics in the formation of the contemporary ruling class. In the conclusion, 
I discuss the formation of the ruling class and hegemonic masculinities with an 
emphasis in the role of elite private schools and women in these two processes.
1 Through the thesis the terms graduate, alumnus and alumni are to refer to both men and women, unless 
stated.
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PART ONE: SETTING THE SCENE
4
Chapter One: Literature Review
The literature review has four parts which combine theoretical discussion with 
empirical findings. First, it discusses the concept of ruling class and analyses some 
transformations that have refigured that class. Second, it addresses the changes in the 
study of the ruling class in Chile and the main transfonnation brought about by 
neoliberalism. Third, it reviews the concept of hegemonic masculinity, and the way in 
which the relationship between class and masculinities has been studied, with 
particular focus on the ruling class. The last section focuses on two issues that connect 
class and masculinities: the role of women and elite private schools in the formation of 
ruling class masculinities among men.
Ruling class, social change and feminist critique
Ruling class and elites
When sociologists have studied power, wealth and privilege, they have generally 
framed their research in terms of elite analysis or the Marxist tradition of class analysis 
in both Latin-American and Anglos-Saxon countries. These are different theoretical 
traditions that imply different approaches to power in society (Aguilar, 2011; 
Hartmann, 2007; Gilding, 2004). Elite analysis is focused on the capacity to prevail in 
the course of agenda setting, the first dimension of power in Lukes’s (1974/2005) 
analysis. Marxist tradition is concerned not only with that, but also with economic 
bases of power and stabilization of power through ideology (Lukes’s third dimension 
of power). While elite analysis only focuses on the process of domination and 
integration, Marxist tradition has always stressed that domination also involves 
exploitation and internal conflict. Moreover, while elite analysis directs attention to the 
command posts -particularly in the state, though Mills (1956) also concentrates on 
corporations and the military- Marxist tradition emphasises the concentration of 
private economic power, and its political connections, in what has been called the 
ruling class. Thus, while the concern of the elite tradition is with a specific group of 
people, with a tendency to ahistorical analysis, the concern of the Marxist tradition is 
with the whole class structure and its historicity.
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The concept of “ruling class'’ has long been controversial. Mills (1956) criticises the 
concept because it implies a rigid determinism: being a class whose economic 
dominance ensures its political power. This can be seen in how the concept has been 
defined from a classical political economy perspective: as the class that controls the 
means of production (Marx), or as the class that controls the state (Gramsci,
1949/1971, Therbom, 1980). This definition is trapped in economic determinism of 
social relations. In this perspective, the concept of ruling class falls into a similar 
narrowness to the concept of elites.
The solution can be found in another branch of Marxism. Against the idea of class as a 
position in a social structure, Thompson (1968, p. 9) argued that class fonnation is a 
“historical phenomenon” that “happens when some men, as a result of common 
experience (inherited or shared) feel and articulate the identity of their interests as 
between themselves, and as against other men whose interests are different from (and 
usually opposed to) theirs.” This implies that class is an ongoing system of relations 
that is “always embodied in real people in a real context” or what Donaldson and 
Poynting (2007, p. 10) call “lived social relations”. Thus, the making of a class is also 
the making of its members. Connell (1977) and Connell and Irving (1992) suggest that 
this is a generative approach to class, distinguishing it from a categorical approach 
where class is thought as pre-existing outside people’s lives. Though material interests 
and collective capacity are important, in this approach lived experiences and practices 
are the key to class formation (cf. Wright, 1989/1998). Connell (1983, p. 71) adds that 
class involves a large network of people who have similar kinds of practices.
The ruling class, then, can be defined as a group of people who have access to power 
and privileges and also who successfully respond to constraints of social and economic 
situations (Connell, Ashenden, Kessler and Dowsett, 1982, p. 144). Most importantly, 
the concept means a group that has the capacity to rule not in terms of “executive 
control” but in terms of a “collective domination” (Connell, 1977, p. 58) that might 
transform economic and political domination into cultural hegemony. According to 
Gramsci (1949/1971), hegemony -or what Lukes calls the third dimension of power- 
refers to a cultural dynamic where a group claims and sustains a leadership position. 
Hegemony is a relational concept where power operates through social ascendency. It
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is not necessarily based on force or coercion, but on consent and persuasion. There is 
never total hegemony, but a balance of forces where other groups are not eliminated 
but subordinated. This requires preventing alternatives that might dispute the 
hegemonic position, and gaining support from the society. Hegemony is a historical 
situation, so it can be contested and it can change through time (see also, Carrigan, 
Connell and Lee, 1985; Connell, 1987).
The ruling class is not a homogeneous or static block. Marx argues that in his time 
there were important differences between money and industrial capitalists. In Chile, 
researchers have shown different fractions among the ruling class despite the common 
idea that it is a homogeneous group. Zeitlin and Ratcliff (1988) suggest that the 
Chilean ruling class was comprised of two main fractions in the mid-1960s: landlords 
and capitalists. However, the source of capital is not the only source of fractions. 
Connell (1977) suggests that rich families control only a fraction of the capital (p. 42) 
and that the ruling class cannot simply be equated with businessmen because it is 
something wider and deeper (p. 49). The richest individuals and the institutionally 
most powerful are only what can be called the corporate fraction of the ruling class.
Finally, within the ruling class, conflicts and divisions are common at different levels; 
between different industrial sectors, local and international businesses, old and new 
money. In Chile, Salazar and Pinto (1999) state that during the nineteenth century, 
there were at least three elements of conflict: in the fields of education (i.e. the role of 
the state, or access by women), religion (i.e. the separation between the state and the 
church), and how to exert the power or to implement their leadership project (i.e. 
degree of political participation). It is not uncommon that this division acts against the 
working class many times. Studying the promulgation of the 1924 Chilean Labour 
Code, Morris (1966) suggests that there was an ideological division between the 
conservative aristocratic Catholic elite and the liberal middle class elite. However, 
neither of these positions made the emergence of a really free trade union movement 
possible.
The effects of these conflicts are overcome by the hard work of “unifying institutions” 
such as business lobby groups, political parties, kinship and cultural organizations. 
Particularly important are elite private schools and kinship relationships.
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Changes in the ruling class
The contemporary ruling class is not the same as the one that ruled forty years ago. 
Complex macro and micro processes have influenced this class reconfiguration. The 
large majority of the literature describing this change, however, is related to the 
corporate fraction of the ruling class. Here, I will only briefly describe some of the 
transformations and how they have influenced the constitution of the contemporary 
ruling class.
From diverse theoretical perspectives, different authors have related this 
reconfiguration process to a change in the capitalist mode of production, accumulation 
and organization that was radically boosted by neoliberal reforms and the broadening 
of international markets (e.g. Connell and Irving, 1992; Sklair, 2001; Connell, 2004). 
These changes include: (a) a shift from industrial to financial capital as a key element 
in the constitution of the ruling class (Connell, 2004); (b) a relocation of 
manufacturing from the metropolis to the periphery (Acker, 2006 ); (c) a breakdown 
between owners and managers (Offe, 1985), where managers make profits through 
“packages”, share options and extremely high salaries (Connell, 2004); (d) a breaking 
down of the traditional distinction between the state and the private sector where the 
former is penetrated through the ideology, practice and direct power of business 
(Connell and Irving, 1992); (e) changes in the leadership of the ruling class, becoming 
more concentrated on their business than on direct political leadership (Gilding, 2002); 
(f) increasing concentration of wealth in a few hands (Therbom, 2012) that has led 
some authors to speak about the emergence of a super-rich class (Haseler, 2000; 
Gilding, 2002); (g) immigration processes that produce ethnic and religious diversity 
(Gilding, 2002); (h) companies and states that started acting with a principle of non­
responsibility where workers and citizens start being on their own for social services 
(Acker, 2006); (i) the creation of international networks of power, capital and property 
in the context of globalisation and the growing importance of transnational 
corporations as key global actors (Connell, 2005; Sklair, 2001).
The latter change has led some authors to theorise about an emergent transnational 
capitalist class (TCC). Sklair (2001) suggests that because of the intensification of 
transnational relations among elite groups, a coherent and identifiable group that
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transcends national boundaries and loyalties has emerged. Some authors argue that the 
formation of the TCC is facilitated by educational circuits including international 
schools and metropolitan universities (Waters, 2007). Sklair (2001) states that the TCC 
is divided in four fractions depending on their role in the promotion of global 
capitalism: transnational corporation executives and their local affiliates (the corporate 
fraction); globalizing bureaucrats and politicians (the state fraction); globalizing 
professionals (the technical fraction); and merchants and the media (the consumerist 
fraction). Sklair’s approach neither addresses the conflict among these fractions nor the 
relation with ruling classes in developing countries.
Robinson (2012) addresses this latter topic. He argues that changes in capitalism -from 
nation-state to a transnational model of accumulation and from national to 
transnational class relations- have generated two new fractions among elites in the 
developing countries: national-oriented and transnational-oriented. These two types of 
elite support two different strategies of development based on two different forms of 
accumulation: national industrialization and market integration. Robinson’s abstract 
model, however, homogenises and generalises the relation among different elites in 
developing countries.
Other authors are more prudent about the TCC hypothesis. Carroll (2010 ) questions 
the idea of an interlocked transnational network detached from national contexts 
operating at global level. He suggests that currently a TCC that is reduced to a small 
inner circle, in Europe and North-America, does exist, but the one on a global scale “is 
still in the making” (p. 233). Recently, Carroll (2012) has made a call to resist abstract 
and polarised characterisations, and to privilege a dialectical view between the local, 
the regional, the global, and the transnational.
In Chile, there are at least three exceptions to this general landscape of changes. First, 
the concentration of wealth and huge socioeconomic inequalities are long-standing 
problems (Lagos, 1962; Dahse, 1979; Fazio, 1997). Second, there is not a complete 
separation between ownership and management. Thumala (2007) speaks of an 
endogamic elite due to marriage patterns and commercial links. Zeitlin and Ratcliff 
(1988) coin the term “kinecon” to describe the close relationship between economic 
and kinship. Third, although transnational connections are very important -with the
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north and the south- the sources of power among the Chilean ruling class are not only 
in connection with transnational power but also, still, in participation in the “right 
social networks” of Chilean society (Thumala, 2007).
Feminist critique of class analysis
One common problem of class and elite analysis is that both perspectives are 
conceptually neutral in relation to gender, race and geography. In practice, class and 
elite analysis are metropolitan white male centred, and do not account for women’s 
exploitation and other inequalities. Feminist scholars have contributed enormously to 
the understanding of social class and its interplay with gender. Acker (2006) 
summarized the diverse contributions, particularly stressing that feminist writings on 
social class have examined class actors beyond white males. This strategy has 
broadened the understanding of economic relations that constitute class, and 
underlined that social relations and structures are active practices historically and 
geographically located, and that the operation of capitalism is gendered. This 
contribution has taken multiple forms and has been grounded on different theoretical 
frameworks: from “dual system” theory (Delphy, 1971/1977), to multiple structures 
(Mitchell, 1971/1976; Connell, 1987), intersectionality (Hill Collins, 1991; McCall, 
2005), to a focus on identity (Bettie, 2003).
Two recent feminist approaches to class provide a good model of how to understand 
class beyond the economic without losing its centrality, and how structures and agency 
interplay in the formation of class and gender.
Acker (2006) proposes the concept of gendered and racialized class relations. This 
concept implies that gender and racial inequalities are shaped “as part of the material 
and ideological creation and recreation of class practices and relations” (p. 50). She 
criticises the structural idea that people are located in class structures, suggesting that 
“we are enmeshed in class relations” (p. 47). She proposes, then, that race, class and 
gender are “mutually created” (p. 51) (cf. Connell, 1983).
Broadening the concept of class, Acker (2006) provides a comprehensive definition of 
class as a “differing and unequal situation in access to and control over the means of
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provisioning and survival” (p. 55). This expands the definition of economy and implies 
three types of configuration of class practices: relations of production and reproduction 
(paid and unpaid labour respectively), relations of distribution (or the unequal 
distribution of production, like wages, profits, marriage and family relationships, etc), 
and articulation of paid and unpaid labour (the organization of the household and the 
care of dependent people). Acker (2006) argues that gendered and racialized class 
practices are historically produced in the development of capitalism and embedded in 
extended global relations (p. 71). In this context, organizations are a primary location 
of the ongoing gendered and racialized class practices.
The second contribution needs to be placed in a broader intellectual context. In a 
context of neoliberal transformations, it is possible to identify a “cultural turn” in class 
analysis (Devine and Savage, 2004). It is theoretically based on Bourdieu and post 
structuralism by means of qualitative methodology and focused on consumerism, class 
identity and subjectivity. In this approach, class is seen mainly as an “individualized 
process” (Savage 2000, p. 101). Class is no longer understood as “collective, explicit, 
and oppositional” (Bottero, 2004, p. 987). Moreover, class “rather than evoking a sense 
of belonging to a collective group, invokes a sense of differentiation from others.” 
(Savage, 2000, p. 115, author’s emphasis).
Using this approach, Bettie (2003) examines how white and Mexican-American 
working class girls in their senior year of high school live class out through gender and 
race. Although she defines class as a cultural identity rather than as a structural 
determinism or consciousness, simultaneously she stresses that class is historically 
created. Like Acker (2006), Bettie states that class is not only expressed in terms of 
work identity (narrow economic definition), but also in terms of familial and social 
relations (unrelated to those of employment), and in leisure and consumption practices. 
Despite the fact that there is no political consciousness and class is discursively 
displaced, the construction of class identity in the young women she studied is far from 
being individualized. Bettie carefully describes how collective practices sustain those 
identities at both peer-groups and school level.
To understand this process, Bettie (2003) makes a useful distinction between class as 
performance and class as performativity / performative (see Butler 1990/1999). The
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first term refers to the agency that girls have to actively and consciously construct and 
negotiate their class identities, and sometimes, to passing-class (fluid / cultural 
dimension of class). The second tenu refers to the fact that cultural performance 
reflects or is a consequence of the class origin (fixed / material dimension of class).
These contributions provide valuable tools for working with class and gender 
simultaneously, particularly, in a context were class has been seriously restructured.
The study of social classes and elites in Chile
Changes in the study of social class and elites
Chilean scholars have pointed out how the changing political and economic context 
shaped the study of social class and elites over the past fifty years. Aguilar (2011) 
states that during the 1960-70s these issues were closely linked to the problem of 
development and the whole social structure of the society where social classes and 
elites were seen as agents of change. This changed after the right-wing civil-military 
dictatorship and the neoliberal reform. Espinoza, Barozet and Méndez (2012) state that 
during the dictatorship, studies about the social structure were limited and euphemistic 
because the concept of social class suggested a dangerous connection with Marxist 
thought. Because of the political constraints and the neoliberal restructuration, Aguilar 
(2011) suggests that during this period social scientists focused on questions about 
poverty and social exclusion, and on the question of the conditions for recovering 
democracy. Summarizing the changes in the field, Baño (2006) argues that under the 
hegemony of neoliberal thinking, the research agenda has moved from the analysis of 
social classes to social stratification. The focus, then, has shifted from social change, 
conflict, power relations and collective action, to a focus on social mobility and 
consensus with an emphasis on the individual.
These changes have had major implications for the study of power and privilege in the 
Chilean social structure. First, there has been a great silence on this topic in the past 
forty years. Historians have been the ones who have produced a more systematic body 
of knowledge, but in relation to a distant past, either in relation to the type of 
capitalism developed by the nineteenth-century ruling class (Salazar, 2009) or to
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cultural aspects of the elite up to the mid-twentieth century (Stabili, 2003; Vicuña, 
2001). Second, the Marxist perspective has been abandoned as well as the idea that we 
lived in a classed society (Baño, 2006). Therefore, the term “ruling class” is barely 
used. Third, in the study of contemporary power and privilege in the social structure, 
there is a predominance of the language of “elites”. There is a renewed interest in the 
political (Cordero and Funk, 2011; Espinoza, 2010), economic (Undurraga, 2010; 
Thumala, 2007), and technocratic elites (Joignant, 2011; Silva, 2010). Aguilar (2011) 
argues that this reflects that the question about the development project was replaced 
by issues of democratic governance and issues related to economic growth and the role 
of elites in these processes.
Changes in the elite after neoliberalism
In the last 40 years, elite groups, or what we call the corporate fraction of the ruling 
class, have experienced multiple changes. Martinez and Tironi (1985) state that after 
the coup, the “entrepreneur class” shifted from being related to the possession of land 
and to a process of industrialization promoted and organised by the state, to being 
supporters of the liberalisation of prices, critical of state intervention in the economy, 
and moving to the service and financial sector.
In terms of influence in the state, the 1970s and 1980s saw the fall of the industrial and 
corporate gremios (entrepreneurs’ associations) that were critical in the overthrow of 
the UP (Martinez and Diaz, 1996), and the rise of a new type of influential state 
technicians known as the “Chicago Boys” who implemented neoliberal reforms 
(Valdés, 1995). In these years, new economic groups emerged -often launched by 
former senior civil members of the dictatorship- that took advantage of the neoliberal 
reforms and started controlling the economy after the privatization process 
(Monckeberg, 2001). Montero (1996) argues that after neoliberal reforms the 
entrepreneurial class is comprised of three main economic groups: traditional, techno 
bureaucrats and emerging. Undurraga (2010) argues that it was a process of 
disarticulation and rearticulation where different economic groups benefited differently 
from different waves of privatizations undertaken during the dictatorship and 
democracy.
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Other authors have an alternative account. Salazar and Pinto (1999) argue that after the 
dictatorship, what happened rather than a transformation of the ruling class, was a 
process of adaptation. They suggest that “one of the most structural features of the 
Chilean ruling class has historically been its capacity to respond to challenges with 
creativity ... change so that the essence does not change” (p. xx). Therefore, 
neoliberalism can also be understood as a re-foundational project for the Chilean ruling 
class. Through this project, they recovered the hegemony they almost lost during the 
middle class governments from the Popular Front to the Popular Unity (Moulian,
2006). Neoliberal changes allow the constitution of the entrepreneur and business men 
as a new model of social actor or as the “main beam” of the model (Salazar and Pinto 
1999, p.63), or as key historical actors (Moulian, 1997; Larrain, 2001).
Contemporary Chilean elites
The new sociology of elites has shown that the corporate fraction of the ruling class 
can be characterized by two contradictory processes. Elite groups are criss-crossed by 
dynamics of fragmentation and homogenization. This fragmentation isn’t reduced to a 
distinction between national or transnational oriented elites (Robinson, 2012). PNUD- 
Chile (2004) argues that there is a tendency to internal ideological heterogeneity within 
elite groups based on values, political orientation and opinions about development and 
globalization. Espinoza (2010) states that the ideological division between dictatorship 
and democracy established a large social distance within the political elite. Others have 
stressed that nowadays there are different sources of wealth and new forms of 
accumulations of power and capital (Martinez and Diaz, 1995; Contreras, 2002). 
Salcedo and Rasse (2011) argue that there is a socio-cultural fragmentation of elite 
groups in Chile depending on their religiosity, political ideology, social origins and 
life-cycle.
Simultaneously, several studies suggest that there is a tendency to homogenize the 
Chilean elite. PNUD-Chile (2004) warns about the “oligarchization” or lack of 
“vertical integration” (p. 210). They argue that elite’ members are drawn from similar 
social class backgrounds in higher proportion than in other countries (p. 180). This is 
reflected in the occupational structure. Torche (2005) suggests that in 2001 the Chilean 
occupational structure was fluid, but only outside the elite. Espinoza and colleagues
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(2012) suggest that in 2009 the occupational structure became more rigid, the mobility 
among classes being more limited. At the same time, they argue that the occupational 
structure has become more polarised with a larger distance between the agricultural 
sector and the elites. They even suggest that if a generation ago, having a university 
degree guaranteed access to the upper-middle class, now it doesn’t. The 
homogeneization of the elites can also be seen in relation to how they see the social 
order. Among elites there is a naturalisation of the “market as a general principle of 
social coordination" (PNUD-Chile, 2004, p. 209) and a normalisation of neoliberalism 
as a “neutral tool” (Thumala, 2007, p. 168).
In this process, elite private schooling plays a major role. Despite the fact that these 
schools represent less than 1% of the educational intake, 60% of the members of the 
lower chamber of the parliament in 2006, 77% of Ministers of Finance since 1973, and 
84% of the CEOs of the 100 biggest companies in 2008 were educated in one of those 
schools (50% of these CEOs come from only five elite private schools) (Seminarium, 
2003; Simonsen, Padilla and Vargas, 2008). PNUD-Chile (2004) emphasises the role 
of education in the process of homogeneization in the last 30 years. In 2003, while 
16% of the fathers of the Chilean political, economic, social and cultural elites studied 
in elite private schools, 39% of elite members attended these kinds of schools. 
However, this proportion rises to 65% among the sons and daughters of the Chilean 
elite. The same report states that contemporary elites have been abandoning selective 
(traditional) public schools. While 14% of the fathers of the elites attended one of 
those schools, 11% of elite members and only 1% of the children of the Chilean elite 
did. Espinoza (2010) suggests that the same process can be seen among the members 
of the lower House of Parliament. While in 1990 45% of them attended an elite private 
school, in 2006 the proportion rose to 59%. Thumala (2007, pp. 145-146) argues that 
elite private schools, especially religious ones, are a mechanism of participating in the 
“right social networks” and of “fixing the limits of the small society in Santiago”. 
According to the answers of the elite businessmen she interviewed “what guarantees a 
good education is the homogeneity rather than the diversity”. Espinoza (2010) states 
that these class similarities soften ideological differences among the political elite.
15
Currently in Chile, there are no studies that research the ruling class outside its 
corporate fraction, let alone any that use a gender perspective in the analysis. One of 
the objectives of this project is to contribute to fill in this gap of knowledge.
Masculinities, hegemony and social class
Hegemonic masculinities
Nowadays, there is an agreement in social sciences that masculinity is a social 
construction, and that in one place and time it is possible to find different 
masculinities, and that masculinities vary historically (Messner, 1992; Connell, 
1995/2005; Gutmann, 1996; Olavarria, 2001, Fuller, 2001, Viveros, 2002).
Masculinity, thus, is rarely associated with a homogeneous category grounded on sex 
differences and it is understood as a plurality (Aboim, 2010 ). However, there are 
different theoretical perspectives. The two predominant ones are the materialist and the 
discursive approaches (Beasley, 2012; Beasley, 2005; Connell, 2000). The first one has 
been the predominant approach in the field. This materialist approach has been highly 
influenced in critical studies of men and masculinities by the work of Raewyn Connell 
(1995/2005), and can be seen as built upon her previous work on class (Demetriou, 
2005).
In a nutshell, Connell (1995/2005, p. 70) defines masculinities as “simultaneously a 
place in gender relations, the practices through which men and women engage that 
place in gender, and the effects of these practices in body experience, personality and 
culture”. In Connell’s theoretical framework, this means that masculinities are “a 
configuration of practices structured by gender relations” (pp. 44, 84). The idea of 
configuration refers to a process or a trajectory that expresses a gender project. This 
means that masculinities change historically in a process that involves contradictions 
many times. This expresses the generative character of gender (Connell, 1987). In this 
model, there are three sites for masculinity configurations: the persona, ideology or 
culture (discourses), and institutions. Similar views are taken by Messner (2000) and 
Pascoe (2007) who, influenced by the ethnomethodological approach to gender, 
replace the persona level by an interactional level, the doing of gender (see West and 
Zimmerman, 1987).
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This definition implies that the construction of masculinities is a relational process that 
occurs in different gender structures: productive (division of labour), power (authority 
and control), cathexis or emotions (sexuality), and symbolism (meaning and culture) 
(Connell, 1987, 2009b). Changes in masculinity configurations occur when crisis 
tendencies arise in those structures of gender. Moreover, it can be argued that this 
conceptualization of gender as a four-fold model of gender structures is one of the 
conceptual tools that allow Connell to think about the interplay of gender and class 
together (see Demetriou, 2005).
In Connell’s definition, the body occupies the central place. Unlike poststructuralists’ 
bodies (Foucault 1977/2005; Butler, 1990/1999), Connell’s bodies are not docile 
entities that can be modulated by discourses. Connell (1995/2005) coins the notion of 
body-reflexive practices to stress the idea that bodies are both objects of social 
practices and agents in practices. These practices constitute and re-constitute 
structures. They are onto-formative because “they constitute a world which has bodily 
dimension, but it is not biologically determined'’ (p. 65). That is why masculinities are 
embodied, and do not live outside the body. This definition of bodies can also be 
extended to class, so we can speak about the embodiment of class in similar terms as 
about the embodiment of gender.
One of the most popular and influential contributions of Connell and colleagues is her 
concept of hegemonic masculinity (Carrigan et al., 1985; Connell, 1987; Connell, 
1995/2005). It is a relational concept that refers to a form of masculinity that structures 
and legitimates hierarchical relations between men and women, masculinities and 
femininities, among men and among masculinities (Messerschmidt, 2012a). Connell 
(1995/2005, p. 77) defines it as “the configuration of gender practice which embodies 
the currently accepted answer to the problem of the legitimacy of patriarchy, which 
guarantees (or is taken to guarantee) the dominant position of men and the 
subordination of women”. This definition implies that hegemonic masculinity is both a 
pattern of practices and a cultural idea. It also implies that it is neither a type nor a 
model of universal masculinity, but a situational relationship that is able to change 
historically.
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In Latin-America, some authors present a similar concept of a “reference model” for 
men (Valdés and Olavarria, 1998; Olavarria, 2001). This model operates through 
different “social mandates” that are internalized in men’s subjectivities and become a 
social norm. These social mandates are: active heterosexuality, the duty of being a 
breadwinner, being autonomous, strong and not expressing fears or emotions. These 
authors point out that only a small proportion of men can accomplish these mandates, 
so they are a source of anxiety, tension and conflict for the majority of men. They also 
recognise that some men try to differentiate themselves from this model, but it is not 
easy because the model gives power and prestige. The concept is highly hybrid since it 
integrates different sources. It resembles sex role theory (internalization, norms) and 
post-structuralist feminism (the force of these norms as discourses). However, the 
concept does admit resistance and it does not imply a passive actor. Also, it stresses 
hierarchies among men since it recognizes that men who do not accomplish those 
mandates will become subordinated.
Although the concept of hegemonic masculinity has been used in different fields, it 
remains subject to different critiques (Donaldson, 1993; Jefferson, 1999; Demetriou, 
2001; Hearn, 2004; Howson, 2006; Schippers, 2007; Beasley, 2008). Connell and 
Messerschmidt (2005) addressed some of them and reformulated the concept.
However, there are still some controversies (Hearn and Morrell, 2012, p. 4). I will refer 
to the problem of multiple hegemonic masculinities.
The idea of multiple hegemonic masculinities has been argued from different 
theoretical frameworks. From a discursive approach, Wetherell and Edley (1999) state 
that hegemonic masculinity is “an ideal or set of prescriptive social norms, 
symbolically represented” (p. 336) and Beasley (2008) states that it is a “discursive 
political idea” (p. 97). Wetherell and Edley (1999) suggest that there is a temporal 
problem with Connell’s definition arguing that it is not clear whether there is one 
hegemonic strategy at any point in time or it can vary across different social 
formations. Jefferson (2002) proposes the idea of “context-specific hegemonic 
strategies” (p. 72) where hegemony varies depending on the situation. These authors 
sustain their arguments in “empirical common sense” (Jefferson, 2002, p. 72). For 
instance, they state that Bill Gates can enact a hegemonic pattern of masculinity in his 
corporate world but not in the Bronx (Jefferson, 2002), or that Tony Blair could be the
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most institutional powerful man in the UK, but embodies a non-hegemonic form in 
terms of personal style (Wetherell and Edley, 1999). For these authors, there has been 
an overemphasis of the economic dimension, and a lack of attention of the subjective 
dimension.
Other authors have proposed a more nuanced version of multiple hegemonic 
masculinities grounded on structural social divisions. Taking into account the historical 
process of South Africa, Morrell (1998) argues that in that country there are three 
patterns of hegemonic masculinities that are associated with class, race and 
geographical divisions: white (ruling class), African (rurally based), and urban black 
masculinity. However, he states that this pluralism of hegemonic patterns doesn’t 
emerge in isolation and that it is rooted in concrete social settings (see also, Morrell et 
al., 2012). Connell and Messerschmidt (2005) propose three different but interrelated 
geographic levels where hegemonic masculinity operates (local, regional and global). 
These authors insist that “gender hierarchy does not have multiple niches at the top”
(p. 845) so “local plurality is compatible with singularity of hegemonic masculinity at 
the regional or society-wide level” (p. 850). Theoretically based on Poulantzas and 
empirically on the Scandinavian case, Holter (2009) suggests that hegemonic 
masculinity is brought about not by an extension of domination but by compromise 
and universalisation, and instead of being an overarching form, it is a “contradictory 
unity” (p. 144). Hegemonic masculinity, then, is not the product of one form of 
masculinity, or one class of man, but of different types. He also stresses that men’s 
patriarchal dividend is a varying and multidimensional pattern.
There is a variant in this structural approach to hegemonic masculinity. Some authors 
have argued that it is possible to find different patterns of hegemonic masculinities that 
become hegemonic in different institutional settings. Barrett (1996) suggests that in a 
dominant institution, like the US Navy, there are different rationalities of hegemonic 
masculinity depending on the institutional position of the officer. Reich (2010) 
studying masculinity in a juvenile prison centre in the US, found that there were two 
logics that became hegemonic, one that was in line with the prison and another that 
was against it. Acker (2006, p. 82) suggests “More than one type of hegemonic 
masculinity can exist simultaneously, although they may share characteristics, as do 
the business leader and the sports star at the present time”.
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There is another approach that we can call combining. Hearn (2004) questioned “rigid, 
mono-cultural, notions of hegemony” and suggests that contemporary hegemony is 
rather more complex and included diversity (pp. 64-65). At the same time, however, he 
suggests the idea that what is hegemonic is man rather than masculinity. Aboim (2010) 
states that “Nowadays, cultural dominance is far more complex and polymorphic than 
a single patriarchal stereotype is able to represent” (p. 60). She suggests then that 
“hegemonic masculinity ought to be understood as plural itself, to the extent that it 
comprises diverse symbolic models and practices” (p. 39). She goes further and 
proposes that hegemonic masculinity has a hybrid character since it includes internal 
conflicts and tensions, and the process of change works as a bricolage between old and 
emerging patterns. Messner (2007) stresses that hegemonic masculinity “is always 
shifting with changes in the social contexts” (p. 462). He suggests that as “Governator” 
of California (USA), Schwaezenegger asymetrically combined toughness and 
compassion, violence and care in the fonn of a hybrid hegemonic masculinity, 
“Kindergarten Commando”. Although Messner defines hegemonic masculinity as a 
configuration of symbols to secure power and privilege, he demonstrates that it is 
related to structural divisions like race, class and nation.
Other authors have focused on the dynamics of hegemonic masculinities contesting a 
monolithic view. Demetriou (2001) argues that there are two kinds of hegemonic 
masculinities: internal (hegemony over other groups of men) and external (men’s 
domination over women). He states that the internal hegemony acts through a 
“dialectic pragmatism” where the practices of subordinate masculinities (gay 
masculinities) are appropriated and embodied as part of the strategy for constructing 
hegemony. This appropriation leads to a hybridization that allows a reconfiguration in 
specific social circumstances. This appropriation can also occur in relation to feminine 
practices (Aboim, 2010; Messner, 2007).
Finally, some authors have stressed that there is a need to distinguish between 
masculinities that legitimate men’s power from those that do not (Schippers, 2007; 
Beasley, 2008; Aboim, 2010). Messerschmidt (2010, 2012) proposes distinguishing 
among dominant, dominating, hegemonic and non-hegemonic forms of masculinities. 
Dominant masculinities are the most culturally celebrated or common forms of 
masculinity. Dominating masculinities are those that can exert power and control over
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people and events. Hegemonic masculinity can also be dominant and dominating. 
However, the main function to be hegemonic in gender terms is to legitimate 
hierarchical and complementary relationships between men and women, masculinities 
and femininities, and hierarchical relationships among men and masculinities.
Thinking about multiple hegemonies is not an issue of infinite forms, but about the 
situation (that might be contingent) and / or the specific institutional setting. These 
findings are key to my research. Taking the idea of different patterns of masculinities 
within the ruling class seriously, also lets us study the formation of multiple 
hegemonic masculinities not only in different geographical levels, but also in different 
institutional contexts in the same class milieu.
In the literature, there is an ambiguous but persistent link between hegemonic 
masculinity and the ruling class (and whiteness). First, both share similar mechanisms 
for exerting power: cultural ascendancy, persuasion, making alliances and the 
definition of the situation. Both involve division of labour and the state (Carrigan et al., 
1985; Connell, 1987; Donaldson, 1993; Hearn, 2004). Second, and most importantly, 
hegemonic masculinity presupposes some links with institutional power, wealth and 
authority. Carrigan and colleagues (1985, p. 592) state that hegemonic masculinity is 
“a question of how a particular groups of men inhabit positions of power and wealth”. 
Connell (1995/2005, p. 77) argues that “hegemony is likely to be established only if 
there is some correspondence between cultural ideas and institutional power”. Connell 
and Messerschmidt (2005, p. 846) describe it as a form of masculinity that is “socially 
central, or more associated with authority and social power than others”. This 
association, thus, explains why although the concept of hegemonic masculinity is 
supposedly cross-class and cross-race, “it often excludes working class and black men” 
(Donaldosn, 1993, p. 646). Thus, “the crucial difference between hegemonic 
masculinity and other masculinities is not the control of women, but the control of men 
[and masculinities]” (Donaldson, 1993, p. 655).
Finally, producing hierarchies within men and masculinities is an issue that goes 
beyond the gender system. While the relations between hegemonic masculinity with 
subordinated and complicit masculinities are developed within the gender system, the 
relations with marginalized masculinities (that involve authority) are developed in
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relation to class and race. In fact, Connell (1995/2005) stresses that relations of 
marginalization and authorization “may also exist between subordinated masculinities” 
(p. 81). However, there are not necessarily clear-cut boundaries among these forms of 
masculinities, particularly among hegemonic and complicit ones, and a certain level of 
blurring might express the effectiveness of hegemony (Connell and Messerschmidt, 
2005, p. 839).
Approaches in the study of men, masculinities and class
The relationship between masculinities and class is paradoxical in the literature. On 
one hand, although class analysis refers almost exclusively to men, the gender 
dimension of those men has not been examined. Morgan (2005, p. 172) states that 
“masculinity remains a relatively underexplored aspect in the examination of class 
practices”. When scholars working on class analysis have included gender in their 
studies, they have prioritised a categorical view that has implied the inclusion of 
women rather than the analysis of masculinities. This has included, for instance, 
analysing how men and women are allocated differently in class locations in relation to 
intergenerational class mobility or to the gender gap of authority (e.g. Wright, 2001).
On the other hand, although class has long been recognised as a central element in the 
construction of masculinities, the relationship between class and masculinity has not 
been in the centre of the research agenda (Hearn, 2004, p. 55). Morgan (2005) argues 
that the relation between class and masculinities can be addressed in two ways: “the 
class of masculinity” and the “masculinities of class”. In the first approach, 
masculinities are supposed to vary depending on their class position, so we can find 
identifiable and homogeneous working or middle class masculinities. The second 
approach expresses that class researchers (mostly men) have allocated to men the “role 
of class agents” and “holders of class power” (p. 168). The latter approach implies an 
analysis of masculinity almost by default.
The majority of the researches who have directly associated class and masculinity have 
taken the class-of-masculinity approach. This approach, however, presupposes a 
concept of class, where class seems to be an external structure that existed previously 
or independently and that has the capacity to determine the historical process of
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masculinities. The researches grounded on this approach have mainly focused on paid 
work as class predictor (i.e. participation in the labour market) and have stressed the 
workplace as an institutional setting for the formation of classed masculinities (e.g. 
Cockbum, 1983/1991). This has ended up in a categorical model of masculinity where 
we can find one model of masculinity in the middle class and another in the working 
class. There are a few exceptions like Hearn’s (1992, 2004) structural model or a 
cultural analysis of the middle class in the US (Kimmel, 1996/2012) and Australia 
(Crotty, 2001).
In the research on men and masculinities, social class has been used mostly as a mode 
of comparison rather than as a constitutive element in the formation of masculinities. 
Different authors have contrasted two forms of masculinities depending on the position 
in the labour market, stressing the physical character of the working class masculinity 
and the rational, self-disciplined and responsible middle class one (Donaldson, 1991; 
Tolson, 1979; Willis, 1977). In his study with male fonner athletes, Messner (1992) 
has shown that middle class male former athletes did not continue a sports career 
because they did not see it as a source of masculine prestige like pursuing tertiary 
education and a professional career. Unlike their working class counterparts, for 
middle class men, a career in sports was a “small potato” (p. 60). This distinction is 
complemented by Collinson and Hearn (2001, p. 160) who emphasise that for middle 
class masculinities “competition is often expressed in the widespread preoccupation 
with hierarchical advance; careerism” as a form to validate their masculine identity 
through an upward progress in the organization.
Other studies have questioned the class homogeneity of masculinity. Studies in schools 
have shown that in the same class setting multiple masculinities can be produced 
(Willis, 1977; Mac an Ghaill, 1994). Expressing the split between dominance and 
technical knowledge discussed above, Messerschmidt (1997) demonstrates that in 
privileged class situations there are different masculinity patterns emerging. While for 
managers, success implies achieving the corporation’s economic goals, for engineers, 
success relies on the proper application of technical knowledge. He stresses that 
masculinity is a structured action where “the social construction of gender, race and 
class involves a situated, social and interactional accomplishment” (p. 4). These 
accomplishments, however, are shaped by structural constraints. Connell and
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colleagues (1982) suggest that the production of class and masculinities are “virtually 
one and the same” (p. 98). This simultaneous (not intersectional) construction of class 
and masculinity, however, doesn't imply class homogeneity. Studying the masculinity 
of young men under economic restructuration, Connell (1995/2005) stresses divergent 
masculine trajectories in the working class (protest and complied). Likewise, Connell 
(1995/2005) argues that for new middle class men there are different responses to the 
demand of embodying the power of reason.
In Latin-America, because of the historical and overwhelming presence of classes, the 
relation between class and masculinity has long been examined. Furthermore, the 
analysis of masculinities has also included other social structures like race / ethnicity, 
generations and geographical location. The approach assumes that gender relations are 
strongly mediated by social class without necessarily discussing this relationship.
Thus, class has been used more in a categorical than in a generative way. As in the 
studies in Anglo-Saxon countries, the research agenda in the region has focused more 
on working class (Gutmann, 1996; Olavarria, Benavente, Mellado 1998) and middle 
class masculinities (Fuller, 1997; Viveros, 2002), or on a comparison between them 
(Valdes and Olavarria, 1998; Olavarria, 2001; Fuller, 2001). Scholars sometimes are 
ambiguous about using the concept of class and instead they use the neutral idea of 
socioeconomic “sector”.
There are some distinctive elements of Latin-American class structure to be 
considered. Working class must be understood carefully because in the region the 
industrialization process never got the development it got in northern countries, and 
informal and precarious work, as well as, structural unemployment has been 
predominant in economic history (Cardoso and Faletto, 1969/2003; CEPAL, 2006). 
Stressing that the working class doesn’t have necessarily a connection with a 
permanent work, the social group has been named “popular classes”. Moreover, due to 
huge income inequalities and severe disparities in access to tertiary education, it has 
been suggested that, in terms of occupations, the ruling class in the region is composed 
of capitalists, managers and professionals (Portes and Hoffman, 2003).
Class-based comparative studies on men and masculinities have reached important 
conclusions in the region. In Chile, Valdes and Olavarria (1998) stress differences in
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men’s masculine identity depending on social class. One of their conclusions is that 
among working class men there is an emphasis on their authority in the household, 
particularly as breadwinners. In contrast, upper-middle class men give more 
importance to the fact that they can change their lives’ trajectories. However, despite 
these differences, the authors argue that overall there is a single model of being men 
that goes beyond social class. In Peru, Fuller (2001, p. 389) stresses that the marriage 
contract “notoriously varies depending on the social sector: in popular sectors, 
masculinity is exerted in the crudest manner while in the middle sectors women have 
more negotiating capacity”.
Importantly, some researchers have shown different patterns of masculinities within a 
similar class context. In Mexico, Gutmann (1996) argues that in a colonia popular 
there are different meanings and practices for being a man, rejecting the essentialist 
northern image of a unitary “macho Mexicano”. Studies about middle class men in 
Colombia (Viveros, 2002) and Peru (Fuller, 1997) find that there is not a single class- 
specific pattern of masculinity. On the contrary, there are different patterns depending 
on race, ethnicity, generation and geographic location. Viveros (2002) suggests that in 
the Colombian middle class there are two complementary principles that regulate 
masculinities’ practices and meanings: being a quebrador (having the capacity of 
“conquering” different women), and being a cumplidor (having the capacity of 
assuming responsibilities).
Ruling class, men and masculinities: Key findings
Currently, there are few researches on men, masculinities and the ruling class. Those 
that exist are of two broad types. First, studies that directly refer to a ruling class and 
that explicitly analyse class experience as a constitutive element in the formation of 
men. Second, studies that neither refer to a ruling class nor to the centrality of class in 
the formation of masculinity. These studies are closer to elite studies and analyse a 
specific sort of man: business managers in local or transnational contexts.
Knowledge about ruling class men has been enhanced by work from two former 
colonial societies: South Africa and Australia. Morrell (2001) produced an 
extraordinary historical account of the formation and reproduction of ruling class men
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in colonial Natal (South Africa) by examining the construction of masculinity in a 
number of social institutions. He argues that the dynamic and fluidity of settler 
masculinity was developed within the social setting of colonial patriarchy, and the 
interconnection between periphery and metropolis. In a creative biographical study of 
three generation of ruling class men, Donaldson and Poynting (2007), stress the 
absence of love and intimacy in these men’s childhoods as a central element to 
understand the construction of masculinity among wealthy and powerful men. The 
absence of a close parental relation was countered by the massive presence of servants. 
The social position of servants, thus, meant that “love and emotion appear as a 
commodity provided by the market” (p. 233).
Both studies go beyond Therbom’s (1980, p. 161) classic thesis that stresses that when 
the ruling class rules, it “reproduces the economic, political and ideological relations of 
its domination”. These studies stress that other social institutions beyond the state -like 
the family and elite private schools- also play a major role in the production of the 
ruling class and hegemonic masculinities by masculinising power structures. Morrell 
(2001, p. 49), for instance, argues that elite schools “were complied in constructing 
male dominance and hegemonic masculinity within the colonial order”.
Despite the contribution that these studies have made, they left some gaps in our 
understanding of ruling class men. First, they refer more to the past than to the current 
situation. When Donaldson and Poynting (2007) describe the childhood of ruling class 
men, they are referring to childhoods that happened mainly in the 1950s. Second, 
although Donaldson and Poynting (2007) stress that some ruling class men differ from 
the ruling class model, there is a sense of homogeneity and lack of internal conflict 
(see also Carringan et ah, 1985). This could be explained because they focused 
exclusively on a tiny proportion of the ruling class -the super rich and ultra powerful 
men- leaving outside other members. Finally, they only refer to English speaking 
countries.
The second line of research focuses on the relevance of a key group of powerful men 
and the institutions where they work. Connell (1998, 2005, 2009b) argues that the 
dynamics of accumulation of economic and cultural power in neoliberal globalisation 
produces new arenas for gender relations. These “new arenas” take the shape of
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institutions that operate on a world scale that is gendered despite the gender-neutral 
discourse of globalization. Like in the case of transnational capitalist class theorists 
(e.g. Sklair, 2001), the most important “new spaces” here are: transnational 
corporations, the international state, global media, and global markets (Connell, 2009b, 
pp. 129-132; 2005, pp. 73-74). In this new context, Connell (1998, p. 16) suggests “the 
hegemonic form of masculinity in the current world gender order is masculinity 
associated with those who control their dominant institutions”, or what she calls 
“transnational business masculinity”. This masculinity is embodied by executives in 
transnational corporations.
Connell (1995/2005, 1998) suggests that the transnational business masculinity 
displaces “gentry or bourgeois masculinity” as the hegemonic form of masculinity in 
the current stage of capitalism. There are some continuities and changes between these 
hegemonic forms of masculinities. Connell and Wood (2005) argue that the concern 
with money and their exercising and legitimizing of power is one of the continuities. 
Among the changes, Connell (2005) underlines a reduction of homophobia, an erosion 
of commitment to particular firms or industries and the reorganization of male 
managers’ relations with women. The transnational business masculinity has its 
counterpart in the financial sector. Connell (2009a) argues that in the “glass tower” of 
financial capital the masculinity pattern that becomes hegemonic might be a 
modernized version -particularly due to the neoliberal organizational reform that 
emphasises interpersonal relations- but not in relation to gender equality: “authority, 
heterosexual marriage and control of emotions are still central aspects” in the 
construction of an entrepreneurial masculinity (p. 32).
The literature in this line of research stresses that management is an embodied practice. 
In Australia, Connell and Wood (2005) emphasise that businessmen are exposed to 
long hours, sedentary work, frequent trips, pressures and tension. In the UK, Wajcman 
(1999) states that the masculinising culture of transnational corporations forces women 
to “manage like a man” if they want to succeed. In this process, Connell (2010) argues 
that the institutions make and are made by the practices of managers. It is a process 
where producers are being produced (Olavam'a, 2009a).
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This embodiment has an impact on domestic lives. Acker (2006, p. 85) states that 
“Images of dominant masculinity enshrine particular male bodies and ways of being as 
different from female and distant from caring”. In Chile, more than half of senior 
businessmen, political and social leaders argue that they have little time for their 
private lives (PNUD-Chile, 2004). In the UK, many male senior executives studied by 
Wajcman (1999) rely on full-time wives for domestic work and child care. The 
majority of the managers analysed by Celedón (2009), were what he calls “absent and 
peripheral” fathers, having serious problems in connecting emotionally with their 
children.
Although this line of research is generally more focused on the labour process in the 
transnational corporation rather than on the formation of the contemporary ruling class, 
it is important to have this finding in mind because executive managers are part of one 
fraction of the ruling class. Connell (1995/2005, p. 257) suggests that “The interwoven 
class and gender dynamics of neo-liberal globalization” take shape “in the masculinity 
of entrepreneurial management”. It is not a casual matter, then, that many executive 
managers share similar origins -including attendance to similar elite private schools- 
as studies in Chile (Olavarria, 2009a) and Ecuador (Sánchez, 2011) have shown.
Connecting class and masculinities in two sites
Women in the formation of men and hegemonic masculinities
If masculinity, like class, is constructed relationally, it is vital to understand the role of 
women in the construction of hegemonic masculinities in the Chilean ruling class. It is 
important then to examine how women’s practices have been conceptualized and 
studied, particularly in Latin-America.
Different theoretical works have underlined the centrality of women and femininities 
in the production of different patterns of masculinities. Connell (1995/2005, p. 44) 
states “masculinity as an object of knowledge is always masculinity-in-relation”. 
Gutmann (1997) argues that masculinities have “little meaning except in relation to 
women and female identities and practices” (p. 400), and calls on researchers to pay 
attention “to the influence of women on male adults” (p. 401). Differentiating from and
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contrasting with women constitutes one of the central elements in the construction of 
masculinities. Similarly, the concept of hegemonic masculinity was originally 
formulated in relation to “emphasized femininity” that expresses compliance to 
patriarchy (Connell, 1987).
The influence of women’s practices on men has long been an issue in the sociology 
and anthropology of gender. I will give a couple of examples. Influenced by object- 
relations psychoanalytical theory, Chodorow (1978/1999) proposed that due to the 
gender division of labour, boys are pushed to define themselves in opposition to their 
mothers. As a consequence, boys deny female attachment, devalue girls and women, 
and have difficulties in dealing with emotional matters. This separation prepares boys 
for work in the public sphere in the capitalist market and also reproduces their limited 
involvement in parenting their own children.
The influence of mothers on men has also been examined in anthropology. Montecino 
(1991/2007) proposes that gender relations in Latin-America are not based on 
patriarchy but on the centrality of (a powerful) motherhood. The traumatic encounter 
(rape) between Spanish conquistadors (males) and indigenous people (female) produce 
a mestizo (mix-raced) who becomes a huacho (a bastard). This produces an association 
between femininity and motherhood, and masculinity and an absent fatherhood, or 
being a son. This gender identity model, she argues, has remained as a “cultural 
memory”. Being a son hinders the possibility that men become involved fathers, and 
promotes an association between masculinity and public space. The male 
identification, then, is produced in the peer-group.
Directly related to masculinity issues, Schippers (2007) theorizes the relevance of 
women and femininities in the production of gender hegemony. She stresses that what 
is hegemonic is an idealized relationship between masculinity and femininity not a 
specific pattern of masculinity alone; a relationship that legitimates a complementary 
and hierarchical relationship between men and women, masculinities and femininities. 
The ideal or hegemonic femininity is constructed against: sex desire for other women, 
promiscuity, being frigid, aggressive or authoritative. Embodying any of those features 
threatens men’s exclusive possession of the characteristics of hegemonic masculinities 
and constitutes a refusal to embody the idealized relationship.
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In the case of the sociology of men and masculinities, on the contrary, there has not 
been much attention to the role of women. In the case of hegemonic masculinities, for 
instance, Connell and Messerschmidt (2005) state that the relation to emphasized 
femininity has “dropped out of focus'’ (p. 848). Thus, Messerschmidt (2012a) found 
that only 2% of the 328 articles written in English and published 2006-2010 that he 
analysed, examine “how the agency of women contributes to the cultivation of 
hegemonic masculinity” (p. 64).
In Latin-America, the influence of women’s practices has been addressed indirectly by 
the research agenda on men and masculinities. Only a few scholars have aimed to 
address this issue as part of their research objectives (e.g. Gutmann, 1996; Viveros, 
2002). There are different areas where it is possible to appreciate the role of women on 
men and masculinities.
The first is related to the figure of the mother. This is a contradictory process. Mothers’ 
practices play an important role in the construction of hegemonic forms of 
masculinities. Mothers teach their sons to develop active tendencies -aggressiveness, 
courage, and responsibility- and to repress whatever can be associated with femininity 
in both working (Gutmann, 1996, pp. 103-105) and middle classes (Viveros, 2002, pp. 
188-190). However, this is not pure reproduction (Chodorow) or cultural constraint 
(Montecino). Gutmann (1996, p. 106) reflects that the mother-son relationship depends 
on “specific family history and individual personality rather than on overriding cultural 
imperatives”. Moreover, Viveros (2002) argues that the relationship is not even 
homogeneous in the same class milieu, but is subject to regional and generational 
variations. Other authors suggest that mothering has been redefined as a place for 
pleasure, its realization being liberated from the sacrificial character of traditional 
motherhood. This has an impact on men since the gender hierarchies are questioned as 
well as the sexual passivity of women (Valdés, Gysling and Benavente, 1999).
Another area that has been explored in men and masculinities studies is sexuality. The 
researches in this area, however, have focused more on men’s practices in relation to 
women. Olavarria (2001) and Fuller (2001) stress that in Chile and Perú middle class 
men distinguish between “making love” and “having sex”. Olavarria (2001) states that
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this dichotomy is related to men’s dual sexual practices depending on two types of 
women: the beloved ones -who need protection and to whom men have 
responsibilities-, and the others -who are objects to conquer and seduce, and with 
whom there are no commitments, let alone affective relationships. Fuller (2001) makes 
the argument more complex and argues that this dichotomy is related to the meaning of 
sexuality that leads to different sexual practices and different types of women. 
Furthermore, she relates these practices and types of women to race and social class.
Understanding the role of women in heterosexual relationships as merely passive 
would be misleading. Interestingly, Fuller (2001) and Olavarria (2001) find that there 
is a kind of woman who is dangerous for men: the one who actively can seduce them. 
Such women challenge the idea of men’s control over women’s sexuality. Possibly 
women in general have become more autonomous and free in relation to sexuality. In 
Chile, Bemasconi (2010) argues that young middle class women’s sexuality is 
nowadays more active and engaged than the one practiced by their mothers and 
grandmothers, since their morality is based on being authentic and controlled by the 
individual.
Women, on another front, can also be the “catalyst of change” (Gutmann, 1996, p. 92). 
In a context of gender restructuration and relatively more autonomy for women, 
Olavarria (2001) also suggests that one of the factors influencing men’s involvement in 
child care as well as women’s incorporation into the labour market, is women’s 
demands and expectations about men. However, he stresses that being permanently in 
charge of the domestic work or child care is something that is outside the imagination 
of almost all men. Viveros (2002) shows that one critical factor influencing and 
legitimating men’s decision about sterilization is the proximity and approval of men’s 
female partners.
Although scarce, the literature stresses the importance of women in the construction of 
masculinities and shows how their influence is not homogeneous even within one class 
context. One of the purposes of this research is to contribute to the growing research 
that includes women in the study of men and masculinities, with a particular emphasis 
in the role of women in the formation of ruling class men.
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Masculinities, class and education: institutional practices, hegemony and change
School dynamics, masculinities and social class
The large majority of the research on masculinity and social class that addresses 
education has been focused on working class, and in a lesser degree, on middle class 
schools. One of the main conclusions of these studies is that the influence of the school 
in the construction of masculinities operates on an institutional level. Thus, some 
authors have stated that the school can be understood as a “masculinity-making 
device” (Connell, 1996, p. 215), or “masculinity agency” (Mac an Ghaill, 1994, p. 1). 
These concepts underline that schools are far from being neutral in the construction of 
gender; but on the contrary, they are actively engaged in this process through material, 
social and discursive practices. Hence, schools do not merely reproduce the dominant 
gender ideology of society. Connell (1996, p. 212) argues that the school can be 
understood in two different ways “as an institutional agent of the process [or] as the 
setting in which other agencies are in play, especially the agency of the pupils 
themselves”. The first conceptualization refers to the gender regime of schools, while 
the second refers to the different social agents but particularly to the peer group.
The gender regime is an institutional “pattern of practices that constructs various kinds 
of masculinity and femininity among staff and students, orders them in terms of 
prestige and power, and constructs a sexual division of labour within the institution. 
The gender regime is a state of play rather than a permanent condition” (Kessler, 
Ashenden, Connell and Dowsett, 1985, p. 42). The gender regime operates in both 
official and unofficial practices. Connell (1996) suggests that official masculinising 
practices are found in three main “vortices”: boys’ subjects in the curriculum; the 
disciplinary system; and sports (pp. 216-218). Schools can also promote masculinised 
practices inexplicitly through processes of educational selection (Connell, 1989), 
management styles and organizational practices (Connell et al., 1982; Mac an Ghaill, 
1994), and teachers’ relations with their pupils (Mac an Ghaill, 1994; Courtice, 2007). 
However, schools are far from being an agency of “sex-role socialization” (Connell, 
1989, p.300). Although the school gender regime structures the construction of 
masculinities, boys and girls are extremely active in the learning process. Thome 
(1993), for example, has suggested that primary school boys and girls are active in the
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production of gender differences through what she calls “borderwork” or the activation 
of boundaries between “the boys” and “the girls”.
These researches have stressed that even in one institution it is possible to find 
multiple forms of masculinity that are organized hierarchically. Generally these studies 
have suggested that only one masculinity becomes hegemonic. Researching 
masculinities in working class schools, this masculinity has been called in Australia 
“cool guys” (Connell, 1989), “footballers” (Walker, 1988) while in England it has been 
called “lads” (Willis, 1977) or “macho lads” (Mac an Ghaill, 1994). These studies have 
stated that a hegemonic form of masculinity is constructed as oppositional and 
relational against girls and non-heterosexual boys. It has also been suggested that 
hegemonic masculinity is also constructed as oppositional to the school authority 
structure. This is a classed and racialised process involving macro social processes. 
Willis (1977) has shown that this oppositional culture is connected with students’ 
working class background that exalted manual work as masculine and superior while 
rejecting mental labour as feminine and inferior. Connell (1989) has connected this 
resistance not only to a class milieu, but also to a form of “protest” to the macro 
process of marginalization from the labour market. In Canada, James (2009) 
emphasises that the “being cool” performance by black males in high schools is a mask 
which must be understood as a response to the racialization processes.
The hegemonic form of masculinity, nevertheless, is not static and can be contested. 
Swain (2006) found an emerging form of masculinity that he called personalised. This 
is a masculinity that is based on the accumulation of different resources (e.g. humour, 
knowledge, etc), but that differentiates itself from hegemonic masculinity because it 
neither uses them to subordinate others nor to benefit from the patriarchal dividend (as 
complicit masculinity does). Other authors have stressed how macro social changes, 
like gender equity reform and neoliberal reforms, influence gender relations in 
education (Amot, David and Weiner, 1999) and the construction of masculinities in 
schools (Mac an Ghaill, 1994; Nayak, 2009; Phoenix, 2004). Morrell (2007) argues 
that the process of changes towards gender equity is not “automatic, linear, or 
necessarily progressive” (p. 56). He states that violent and racialized masculinities 
coexist with communitarian and humanistic values. The school potential for 
masculinity change is then balanced on a knife’s edge.
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Elite private schooling, ruling class and hegemonic masculinity
The connection between elite private schools and the ruling class has long been 
recognized. The literature here is vast. Some authors suggest that elite schools play a 
critical important role in the reproduction of that class (e.g. Bourdieu and Passeron, 
1977). There is an assumption in this view that schools can transmit a set of values and 
traditions for the successful exercise of power (Cookson and Persell, 2010; Almedia, 
2001) for “regulating the admission of the new wealth and talent” (Mills, 1956, pp. 64- 
65). Other authors argue that these schools are not only “the instrument of a class” but 
“an active part of it” (Connell et al., 1982, pp. 149-154). In this version, the 
transmission and reproductive hypothesis is problematised.
Currently, there are only a few studies that address the construction of masculinities in 
ruling class schools. In English-speaking countries, there are two types of these 
studies: one that uses documents (Morrell, 2001; Crotty, 2001; Poynting and 
Donaldson, 2005; Gottschall et al., 2010; McDonald et al., 2012), and another that uses 
different types of interviews (Connell et al., 1982; Proctor, 2011; Lingard et al., 2012). 
In Latin-America, only a few scholars have examined the role of the school as part of 
their research about the construction of middle class masculinities (Fuller, 1997, 2001; 
Kogan 1998-1999; Viveros, 2002). However, the relation between masculinities and 
schooling, let alone elite private schools, has not been a major focus of the rich and 
growing research agenda on men and masculinities in the region (Olavarria, 2009b; 
Viveros and Gutmann, 2005; Viveros, 2002).
These studies point out several widespread formal school dynamics that are organic to 
their production of ruling class masculinities. The promotion of competence is one. In 
Colombia, Viveros (2002) describes a connection between a teaching method based on 
competence-through evaluations, rankings, streaming and sports activities-, the 
making of the future local leaders and the consolidation of a professional elite. Another 
school dynamic is violence and bullying (cf. Connell et all., 1982). In Australia, 
Poynting and Donaldson (2005) argue that in a media scandal that covered cases of 
bullying in an exclusive elite private boarding all-boys school, the school’s response 
was silence, covering up, and playing down the brutal acts. This is not very different to
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colonial societies where violence and punishment were seen as good and necessary 
(Morrell, 2001). Strong discipline is another dynamic. In Australia, Proctor (2011) 
suggests that discipline is grounded on the promotion of exemplary behaviour and 
academic excellence.
Summarizing these dynamics, Poynting and Donaldson (2005) argue that the 
disciplining of boys by toughening up them, is a central issue in the formation of 
hegemonic masculinity. This process includes isolation from their families as a means 
to rid them of their sensitiveness (boarding schools), a discouraging of male intimacy 
and close friendship (cf. Messner, 1992), misogyny as a form of control over women 
(who are absent from all but helping and serving functions in all-boys schools), 
homophobia and fagging (cf. Mac an Ghaill, 1994; Viveros, 2002; Pascoe, 2007), and 
the devaluation of caring and nurturing.
Some scholars have linked the masculinity that elite private schools produced with 
changes in the economy. Connell and colleagues (1982) argue that these schools 
promote an indirect connection with business masculinities. Proctor (2011) states that 
in a context of gender reform all-boys school might reorganize key elements to soften 
a traditional tough and rough masculinity not to challenge the gender order or the class 
structure but to make it “more consistent with the modem consultative, management 
styles in the kind of business organisations where many of these students would wind 
up” (p. 854). Lingard and colleagues (2012) suggest that in an elite private school in 
Scotland the remaking of hegemonic masculinity -through the promotion of 
cosmopolitanism and more sensitive males- can be related to the demands of 
globalised labour markets. Although it is not always underpinned by anti-feminist and 
essentialist discourses, this remaking produces and reproduces class and masculine 
privileges.
The literature that connects ruling class and elite education, on the other hand, has 
stressed institutional practices that allow these schools to become class organizers. The 
search for homogeneity is one of them. This is not only a problem of selection 
grounded on money or academic achievement. Connell and colleagues (1982) argue 
that elite private schools try to create unity where there is only a narrow common 
ground, and also try to organize the hegemony of one section of the ruling class over
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others (pp. 151-52). However, this is an ongoing process where conflict is present not 
only among ruling class students, but also with students from other classes. Class 
dissonance between the dominant class positioning of the school and some students’ 
own class positioning is not uncommon (McLeod and Yates, 2006, pp. 169-171).
Another institutional practice is grounded on the fact that elite private schools are 
articulated with the ruling class mainly through the market and not through the state 
(Connell et al., 1982). There are some constraints to the market process such as family 
loyalties to particular schools, matches between families’ and schools’ religious 
orientation, and the location of the school. The organization of patterns of friendship 
and kinship is a vital element in the constitution of the ruling class. Private schools 
actively establish contacts and build networks, define “us” against “them” through 
different kinds of societies, clubs, parents, alumni, and athletic associations and so on. 
This is part of the construction of the school’s identity (see also, Ziegler, 2004;
Proctor, 2011).
The promotion of a sense of superiority is another character of elite private schooling. 
In countries so different as Argentina, Australia, Brazil and the US, this is produced by 
promoting the idea of academic excellence based on an integral or “all-round 
education” and by the promotion of a moral order grounded on Christianity (Connell et 
al., 1982; Almeida, 2001; Ziegler, 2004; Proctor, 2011). In these processes, traditions 
play a major role that serve these schools to position themselves as models of quality 
education and morals.
Recently, some authors have directed attention to the way in which elite private 
schools manage themselves in a context of social change. In Argentina, Ziegler (2004) 
states that in a context of fragmentation of the educational system, elite schools are 
searching for homogeneity by increasing horizontal differentiation among elite 
institutions. This situation expresses that the contemporary ruling class is far from 
being homogeneous, so each fraction tries to find its own market niche (cf. Thumala, 
2007). This is not only what she calls an education in prestige and a controlled 
socialization, but also expresses the market logic of elite schools. In the US, Cookson 
and Persel (2010, p. 21) reviewing the main findings of their research 25 years earlier, 
state that the changes that elite private schools have carried out to face global and
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domestic inequalities have been an adaptation process where “stable upper-class 
institutions can absorb changes without changing their fundamental structure and 
mission”.
Other authors have researched the changing role of elite private schools in the 
legitimation of privilege. Researching one of the most exclusive boarding schools in 
the US, Khan (2011) argues that the logic of privilege has changed; hierarchies are 
supposed to be now enabling rather than constraining. Social hierarchy has passed 
from being a ceiling to being a ladder, where privilege isn’t an entitlement but it is 
developed. The meritocratic narrative, however, obscures the fact that the formation of 
new elites is not determined by talent or learning technical knowledge, but by learning 
the required interactional skills for success, the “ease of privilege” or feeling at ease in 
a variety of social settings. Khan suggests that this is a school’s adaptation to social 
change in a context of “democratic inequality” (openness to diversity, but growing 
inequality).
The literature also suggests that elite private schools are not similar, so different types 
of elite schools embrace different ideologies and practices about masculinity. In Peru, 
Fuller (1997, 2001) has pointed out that while Catholic schools stress intellectual 
achievement, discipline and social altruism, public and military schools highlight 
ruthless competition and courage (cf. Ziegler, 2004). Kogan (1998-1999) argues that in 
Lima, private Catholic schools are one of the institutions that support and reproduce 
gender relations among the upper-class. This is done by transmitting conservative 
gender stereotypes and regulations of sexuality.
The consequences of these transformations and adaptations in elite private schools are 
not merely organizational but have an impact in students’ lives and in the collective 
practices of the class. In Argentina, Ziegler (2004) has examined the aspirations of 
students, teachers and parents stating that among elite private schools’ students there is 
a privatization of the future. There is a maximization of individual benefits for the 
future (getting a high or prestigious position, becoming cosmopolitans, family life) 
rather than a wish to lead a collective project.
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The majority of the research that has attempted to connect masculinities, social class 
and education, has almost exclusively focused on schools (see Connell, 1989 for an 
exception). Researchers have also left aside the question of the effect of elite private 
schooling in the lifespan of ruling class men (Gaztambide-Femández and Howard, 
2010, p. 202). Hence, there are no research studies that compare the effect of this type 
of schooling with family or workplace influences among these men after leaving 
school. Finally, there is a lack of systematic research that examines these processes in 
the changing context of neoliberal transformation and relates them to potential 
transformations of gender relations and patterns of hegemonic masculinities. The 
project addresses these research needs directly.
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Chapter Two: Method and Methodology
The biographical approach and life-history research
Examining the simultaneous construction of class and masculinity through a generative 
approach (Connell 1977; Connell, 1987) requires a qualitative methodology that allows 
an understanding of the interplay of these structures, and the interplay between 
structures and individuals. The biographical approach, and particularly life-histories, 
offers the versatility needed.
The biographical approach has a triple focus on biography, history and structures and 
puts the human being in the centre of the research (Plummer 2001). In this approach, 
the social (institutions, structures and ideologies) and the individual (experiences and 
subjectivities), continuously interact to shape history. People are conceived as 
“product, producer and actor of their own history” (Cornejo, 2006). In the biographical 
approach, we find multiple times: personal, subjective, institutional and historical 
times are unpacked.
Life-histories are one of the most common techniques in the biographical approach. 
Telling histories that go beyond the individual is an old human custom that can be 
traced back to the “Epic of the Gilgamesh”. However, the main modem sources of life- 
histories can be found in psychoanalysis (Freud), sociology (e.g. Chicago school) and 
anthropology (e.g. Lewis) in the first sixty years of the past century. Influenced by 
Sartre’s existentialist psychoanalysis, Connell (1995/2005, p. 89) suggests that
A life-history is a project, a unification of practices through time... The project 
that is documented in a life-history story is itself the relation between the social 
conditions that determine practice and the future social world that practice brings 
into being. That is to say, life-history method always concerns the making of 
social life through time. It is literally history.
Life-history research, however, is a heterogeneous field. Plummer (2001) subdivides it 
depending on duration (short-long), type (comprehensive, topical or edited) and
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character (naturalistic, researched or reflexive). Smith (2012) identifies three types of 
life-histories: therapeutic (used in the context of a psychoanalytical treatment), 
individual (where the focus is on the social dynamics of individuals), and social 
(focusing on the production of social structures). However, Smith stresses that the 
distinctions are not clear-cut in research practice.
Two pioneering studies highlight this technique’s versatility and significance for the 
study of masculinities and class. First, Freud’s famous case studies are mostly 
constructed as life-histories. For example, in the cases of the rat-man (1909/1968) and 
the wolf-man (1914/1984) he systematically deconstructed and reconstructed the 
biographical histories of his patients. Using a layer-by-layer methodology, he was able 
to show that the construction of male personality is a contradictory, ambivalent and 
complex process. At the same time, he gave an interesting picture of the bourgeois 
family at the beginning of the century and the role of the father within it, in relation to 
the mechanism of repression.
Second, in his significant but almost forgotten Caste and class in a southern town, 
Dollard (1937/1957) shows how the psychoanalytic approach can be innovatively 
applied to the social construction of “emotional life”. In the course of a major 
ethnography, he used life-histories that helped him find out that the social organization 
of the southern town was grounded on an asymmetric system of caste and class. This 
worked as an embodied “frame of reference” (p. 90) that made the everyday 
oppression of Afro-Americans and lower-class people natural. This is a good example 
of a life-history study that combines both individual and social approaches.
In life-histories, class and masculinity projects can be unfolded through time, by 
analysing people’s trajectories. Because life-histories “trap continuous ‘lived 
experiences’ of individuals” (Messerschmidt, 2000, p. 16), and “reveal trajectories 
through an assemblage of institutions” (Connell, 2010, p. 69), the simultaneous 
embodiment of class and masculinity can be examined. Finally, life-histories allow us 
to explore the two-fold characters of bodies (as agents and objects) and the way in 
which they change through social processes (Connell, 1995/2005).
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Life-histories in the research agenda on men, masculinities and the ruling class
Life-histories have been a major method of research in men and masculinity studies, 
particularly for researching hegemonic masculinities (Connell and Messerschmidt, 
2005, p. 843). In the English speaking world, studies range from examining the lives of 
former sportsmen (Messner, 1992) to working class adolescents who had been sex or 
assaultive offenders Messerschmidt (2000) or men for whom the construction of their 
masculinity was under pressure (Connell, 1995/2005). In Latin-America, a less 
intensive biographical approach has predominated in the studies of men and 
masculinities. Scholars state that they use in-depth interviews and life stories rather 
than life-histories or case studies (Viveros, 2002, pp. 27, 125-126; Fuller, 2001, pp. 
479-480; Olavarria, 2001, pp. 128). However, all have followed a chronological 
sequence in their questioning.
Despite the wide use of life-histories in the study of men and masculinities, the 
sociology of men and masculinities, nevertheless, has not systematically examined the 
lives of ruling class men this way. This is part of a broader problem where the study of 
the privileged and powerful has been done mainly from “remote observation points” 
(Gilding, 2010, p. 756). As we saw in chapter one, the studies that explicitly analyse 
class experience as a constitutive element in the construction of ruling class 
masculinities are scarce and generally based on documentary materials (Morrell, 2001; 
Donaldson and Poynting, 2007). These studies have certainly enhanced our 
understanding about how power structures are masculinised, and have opened the door 
to explore the lives of contemporary ruling class men from their own experience.
The most common explanation for not using this method has been difficulties of access 
and corroboration. This argument, however, was challenged a long time ago. Nader 
(1972, p. 302) argued that problems of access are a usual part of anthropological 
fieldwork and solving them “is part of what constitutes ‘making rapport’”. This advice 
has been picked up by the new sociology of elites, that has increasingly been using in- 
depth interviews (Harvey, 2011). In Chile, Thumala (2007) interviewed 75 
businessmen of the thirteen largest economic groups. In Australia, Gilding (2002) 
interviewed 43 super-rich men and women from the BRW Rich 200. Globally, 
Richardson and colleagues (2011) interviewed fourteen Bilderberg participants. All
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these authors agree that access is difficult, but not impossible. Unfortunately, the 
sociology of elites is rarely interested in the gender dimension of its interviewees.
The idea of the ruling class as a large network of people (chapter one) enhances the 
universe of potential participants, as it includes younger generations, and men in 
fractions that are not necessarily in leadership positions but close enough to be related 
to power and enjoy its privileges. Most importantly, this approach allows us to include 
women and to give specific attention to their practices and the historical interplay of 
femininities and masculinities when researching hegemonic masculinities.
Project design
Sampling power: from individuals to institutions, and back to individuals
I approached the ruling class men from an institutional starting point. I focused on elite 
private schools because they have long been recognized as a constitutive realm in the 
organization of the ruling class (Mills, 1956; Connell et al., 1982; Cookson and 
Persell; 2010). This does not mean that all alumni will become part of the corporate 
fraction, or that there is no social mobility. As class organizer, these schools can be 
expected to reflect changes and divisions within the class.
I designed a sample strategy grounded on the ruling class’s preference for schools in 
Santiago (PNUD-2004; Thumala, 2007). These preferences have long been connected 
with the Catholic Church (Aedo-Richmond, 2000; Passalacqua, 2008), and are 
expressed in three main categories of elite private schools:
Traditional Catholic: schools founded by long-established European Catholic 
congregations (e.g. Jesuits, Holy Cross, Divine Word, French Fathers,). Although 
some of these congregations have been operating in Chile since colonial times, the 
schools were founded between the late nineteenth and mid-twentieth century. Espinoza 
(2010) has pointed out that many politicians have studied in these schools. According 
to Thumala (2007) these schools were the preferred ones of the Chilean economic elite 
before 1973.
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New Catholic Movement: these schools are newer. They are owned or importantly 
influenced by Opus Dei, Legionaries of Christ, and Schoenstatt Marian Movements. 
These movements are highly conservative and have connections with the extreme right 
of politics. Their schools are now the preferred ones of the economic elite because they 
“guarantee a specific social and religious orientation and a context where people think 
in the same way” (Thumala, 2007, p. 146).
Private Non Catholic: this group is the smallest but very heterogeneous. For the 
purpose of this research I focused on the group of schools established by immigrant 
communities, particularly, English, German, and American. These schools were 
established mainly around 1900.
With a few exceptions, among some traditional Catholic schools, elite private schools 
are located in the upper-town, the wealthiest area of Santiago in the north-east of the 
city (chapter thirteen).
Elite private schools are a tiny sub-group of what is known administratively as fully- 
paid private schools, meaning independent schools. From the 12,000 schools that exist 
in Chile, only 657 are fully-paid (318 in Santiago) which represent 7% of the school 
intake. In a context of changes in the schools system triggered by neoliberal reforms in 
the early 1980s, the proportion of fully-paid schools has been maintained stable. This 
contrasts with the radical changes in the school system as a whole. The proportion of 
the intake attending municipal (public) schools has decreased from 78% in 1981 to 
39% in 2012. In the same period, the proportion of children enrolled in private- 
subsidised (voucher) schools has risen from 15% to 52% (MINEDUC, 2005, 2012). It 
is now a highly fragmented and segregated school system (Valenzuela et al., 2010). 
Even, a recent report by a neoliberal agency has stressed that the whole school system 
is now “consciously structured by social class” (OCDE, 2004, p. 277).
In the sample frame, I also included selective (traditional) public schools since some 
of them also contribute to the formation of the ruling class (Thumala, 2007; PNUD, 
2004). These schools are a tiny sub-group within municipal (council) schools, and they 
were the preferred ones of the ruling class up to the late nineteenth century (Yeager, 
1991). Nowadays, they cater mostly to lower-middle and working classes students
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(chapter one). They are still highly selective in academic terms, and are seen by many 
families as a vehicle for social mobility. Unlike the majority of elite private schools, 
almost all of these schools are still located downtown and none charge fees.
Among graduates from these schools, I focused on the youngest generation of ruling 
class men (age 19-45). This decision excluded most members of the corporate fraction 
of the ruling class since on average they are around 55 years old (PNUD, 2004, 
Thumala, 2007; Gilding, 2010). This decision allowed me to interview men who had 
been educated in two recent socio-political situations: (a) during the dictatorship, and 
at the beginning of neoliberal reforms, and (b) under democracy, during the 
consolidation of the neoliberal model. Younger generations of Chileans grew up in a 
context of transformation of gender relations that has been reflected in more gender- 
equitable attitudes (Aguayo et al., 2011).
Finally, I decided to include women in the sample for two reasons. On the theoretical 
argument above, women can be understood not only as part of the ruling class circuits 
of practices, but also as playing an important role in the making of hegemonic 
masculinities. I was interested in examining this issue more closely as there is a lack of 
empirical research in this area, particularly in a context of privilege and social 
exclusion.
In the course of the study, women played an interesting role in recruiting men. This is 
a two-fold-process. Some women initially interviewed, put me in contact with men in 
senior positions. This implied that they convinced potential participants to be 
interviewed, so acted as gatekeepers. One senior manager told me that if his wife, 
whom I had previously interviewed, had not asked him, he would have never agreed to 
be interviewed. However, other women suggested that their relatives or acquaintances 
were very busy without even asking them.
Contacting ruling class men: power in action
Having set the sample framework, I approached the interviewees via a three-step 
purposive snowball strategy. I had the advantage of attending a traditional Catholic 
elite private school myself and a traditional selective university in Chile. These
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elements were crucial for gaining access. As a university professor told me in Chile at 
the beginning of the fieldwork, “your study would be impossible to do by someone 
who was not like you”. It was a disturbing but accurate comment.
However, as I did not know many men from other elite private schools, in the first 
stage, I contacted former university and work mates who had attended different types 
of elite private schools in Santiago and asked them to act as gatekeepers and put me in 
contact with their former classmates. In this stage, I tried to cover the broadest possible 
range of men, women, schools and professions with no more requirements than that of 
being a former student of an elite private school
In a second stage, I contacted potential interviewees. The first approach was through 
an e-mail that indicated the nature of the research and its objectives, the topics of the 
interview and its estimated duration, and a guarantee of confidentiality (Appendix 
One). The initial contact was generally followed by a phone call as some interviewees 
asked to speak with me before being interviewed.
In a third stage, I asked interviewees to put me in contact with their former classmates. 
As always, some streams worked better than others. In the case of married 
interviewees, if I felt that I had built a good rapport, I asked if I could interview their 
wives or husbands. Most were kind enough to offer to do this, but in practice only two 
couples were interviewed (chapters eight and nine).
This process was extremely time-consuming, though I got a high rate of acceptance 
(80%). Many interviewees directly told me that they were receiving me because I had 
been referred to them by someone of their network. Most of the unsuccessful contacts 
were with alumni of new Catholic movement schools.
The snowball strategy also unveiled the closure and concentration of Chilean society 
and the role of elite private schools in that process. The connections among 
interviewees clearly emerged even when I was not led to them by the same source. I 
stopped doing interviews when I got to the same person from two completely different 
starting points.
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The interviewees: young generations and power
In the course of this project, I conducted 55 interviews: (a) 45 life-histories with 36 
men and 9 women age 19-45, graduated from 18 elite private schools and from 2 
selective public schools, and (b) 10 semi-structured interviews with current principals 
from the three different types of elite private schools described above.
This thesis is based on 30 life-histories selected from the whole fieldwork to represent 
a balance across school types and class fractions (see pp. 54-55). They include 22 men 
and 8 women, 30-45 years old with four exceptions aged 22-29 (2 men and 2 women). 
They graduated from 16 elite private schools of the three types, and from 2 selective 
public schools. From these 30 interviews, 20 were intensively analysed using the case 
study method (17 men and 3 women, all except two aged 30-45). The other 10 were 
used as supporting material, to either complement or expand the coverage (5 men and 
5 women).
The majority of the interviewees attended single sex schools with the exception of 
those who attended non-Catholic schools, and one man who attended the only 
traditional Catholic school that was coeducational at that time. No women graduated 
from selective public schools were interviewed.
It is quite a diverse sample in terms of class fractions and their current adult lives. 
These class fractions do not correspond to a pre-determined theoretical framework but 
unfolded in the process of analysis. Some interviewees are part of the “traditional 
oligarchy”. This means they are part of very rich and traditional families that have 
been linked to economic and political power, in some cases, from the mid-nineteenth 
century. Some of these families are descendants of Basque-Castilian conquerors (see 
Thumala, 2007; Stabili, 2003; Contreras, 2002).
Others grew up in families that can be defined as an emergent business-political 
fraction of the ruling class. The family wealth here is more recent. This includes two 
sub-fractions: those that benefited from the industrialisation process in the mid­
twentieth century, and those that benefited from the privatisation process pursued by 
the right-wing dictatorship from the late 1970s. The latter group might be related to
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some economic groups that have emerged since the mid-1980s, and also includes 
former civil-bureaucrats of the right wing dictatorship who benefitted from the 
privatization process.
The upbringing of others was in families with professional-managerial parents. This 
group includes successful independent professionals like lawyers or architects, but also 
senior managers who work in powerful and influential corporate gremios 
(entrepreneurs’ associations), the state or national and transnational corporations. Due 
to huge social differences in access to university, being a university educated 
professional or manager makes a significant difference not only in income but also in 
status.
A minority of the interviewees grew up in working class families, particularly those 
from selective public schools.
There are several elements in common among the interviewees’ families. The great 
majority of the families have lived in Santiago for generations, particularly, in the 
upper-town. To different degrees, the interviewees identified with Catholicism, but not 
many practice it, and there are a couple who are agnostic. All except four grew up in 
right-wing families and currently identify themselves with the political right. Some of 
the interviewees were brought up in families with strong political and religious 
connections. Some grew up in families with European or Arab backgrounds, but all 
would be considered white in Chilean racial classification.
However, not all the interviewees followed their family class trajectory. All except 
three interviewees had university degrees. Many obtained a traditional degree (e.g. 
business administration, engineering, law) and they are the second (or more) 
generation with at least one parent with university studies, in a country where 70% of 
current university students are the first generation at the university. Almost half have 
postgraduate degrees awarded in Chile or/and overseas. From the 30 interviews that 
constitute the core of this study, fourteen men are managers, of whom seven occupy 
senior positions in large national or transnational corporations. Five work as 
professionals in the private sector, and two work as managers in their own families’ 
companies. One is a university student. Unlike the majority of their mothers, all but
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one women interviewed had paid work at the moment of the interview, but the 
majority on a part-time basis. Only one has a senior position. In terms of their private 
life, all but four of the interviewees were married (three men and one woman). All 
married interviewees but three (men) have children. While the majority grew up in 
families with a patriarchal gender division of labour, some have produced more 
gender-equitable arrangements. However, there is still a massive tendency to rely on 
domestic service, including live-in female domestic employees known as nanas 
(maids). All interviewees except one male presented themselves as heterosexual.
An outline of data for each of the 30 participants on which this thesis is based can be 
found in Appendix Two.
The life-history interview guidelines
I conducted a focused life-history interview (Plummer, 2001, Connell, 2010). This 
means that I did not ask interviewees to tell me the story of their lives by means of an 
open-ended question. Rather, I used semi-structured interviews, thematically focused 
on different stages of their lives with a particular focus on their school days. I chose 
this strategy due to the time pressure that I knew I would face with these men.
The life-history topics were:
■ Childhood and family of origin
■ School experience and adolescence
■ Post-secondary trajectories: educational and labour experience
■ Current family relationship (if applicable)
■ Leisure, consumption, and life styles
■ Future plans: work and family
■ Ideas about equality and social justice
Each topic had a key initial question but the depth in which each topic was examined 
varied from one interviewee to another. For each topic, there were a number of issues I 
was interested in, so if they did not appear in the interviewees’ narratives, I asked them 
directly. Examples are: the organisation of domestic work at home; whether they had
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enrolled (or would enrol) their children in their own schools; intimacy and sexuality. 
There was also flexibility to explore emerging topics as the interviewees’ narratives 
progressed. Overall, the main objective was to gain a deep rather than a descriptive 
understanding about their lives and the relation between them and historical processes.
The interview protocol was tested in a pilot study with two Chilean men, expatriates 
living in Sydney in 2010; and one man and one woman in Santiago during early 2011.
Doing life-histories with ruling class men: power in context
The anxiety of some sociologists of elites about the power imbalance in the interview 
context reflects that social scientists are not familiar with studying people who might 
be in position of greater power than theirs. Based on a feminist approach, Conti and 
O’Neil (2007, p. 79) criticise the notion of “studying up” precisely because it “distorts 
and reifies the complex power dynamics in the interview” obscuring “the complex 
agency and subject position of all people involved in the research process”. This notion 
over-estimates the agency of elites and under-estimates the agency of the researcher. 
Some scholars suggest, then, that many of the initial anxieties about power imbalance 
are misplaced (Ross, 2001; Gilding, 2010).
I would add that the problem is exaggerated because elite researchers often reduce 
their subjects of study to people in top institutional positions and interview them on 
that account. This problem is avoided when using the enhanced concept of ruling class 
presented above. The new concept allowed me to interview privileged and powerful 
men not from the point of view of their institutional position but from an everyday life 
context. For instance, when I interviewed senior managers, I interviewed them as 
alumni of elite private schools, not as corporate men.
Thus, the interview dynamic here is different from what social scientists are used to, 
but it is not a situation of subordination or marginalization. I have experienced that 
difference in a number of ways doing this study. The experience stressed that power is 
a situated relationship that varies depending on the context. It also revealed 
simultaneous class and gender power dynamics, though for analytical purposes, I will 
often present these power dynamics separately.
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The first distinctive experience in terms of power is what I called the interviewer being 
interviewed. At the outset of the interviews with senior managers or members of the 
traditional fraction of the ruling class, it was common that they interviewed me, asking 
questions about my life and upbringing. This included the school I attended, how my 
life in Sydney was, and what my plans were after completing the Ph.D. It seemed that 
they were more interested in positioning me in the class structure than in the research. 
As I was an alumnus of an elite private school and a similar age to one-third of the 
interviewees (mid-30s), some of them used my school as a point of comparison during 
the interview (“unlike/like in your school”), or used it to define class boundaries (“like 
you and me”).
Ultimately, my personal biography was a double-edged sword. The fact that I attended 
my elite private school made some interviewees a bit suspicious. This has a political 
explanation since the school where I studied used to be rather progressive for its class 
context. In the 1970s after the right-wing military coup, it was the only elite private 
school where the armed forces intervened, due to the school’s policy of social 
integration that incorporated poor children into the school against the will of many 
parents (chapter ten). It was also the first, and for many years the only, traditional 
Catholic private school that was fully coeducational. It is also seen as a school with a 
relaxed discipline code. (Alejandro, one of my interviewees, also attended this school 
but he graduated almost a decade before than I). Another reason for suspicion was my 
professional career -a  sociologist, who has worked in the academy and public sector 
on issues related to social justice and gender equity. Moreover, while my family 
members are employed professionally, I do not have a history of family wealth.
Thus, I was seen as an insider by some of the interviewees, but as an outsider by 
others, demonstrating the relationality and complexity of masculine and class 
practices.
Interviewees assessed the interview in a range of ways. Some made evaluative 
comments about their own practice like “I think that this was a good interview”. Others 
evaluated the methodology, with comments like “what are you going to do with all this 
information?” Others took the therapeutic template (Gilding, 2010) and suggested that
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the interview had been good for them or that it had made them think about issues that 
they had never thought about before.
The control of time and space is also different when interviewing ruling class men. In 
echoes of the methodological writing on elite interviewing, I had to deal with some 
senior managers who kept me waiting for long periods or who ended interviews before 
the scheduled time. Interestingly, in the latter situation, after a brief interview, we 
spent almost an hour talking informally about masculine topics (e.g. politics). Finally, 
interviewees sometimes occupied a physical position that expressed their control of the 
space. While interviews were conducted in a range of places including homes, elegant 
offices of senior managers, social clubs or coffeehouses, some placed themselves in a 
position of power such as at the head of a board table or on the main couch in the 
living room.
Nevertheless, most people respected the time they had previously assigned for the 
interview. On average, the interviews lasted about 90 minutes. In some cases 
-particularly with senior managers- they took more than one session. Interviewees 
never questioned my research project or tried to impose their own research agenda. On 
the contrary, some interviewees legitimised my position since I had an expert 
knowledge as a sociologist and was a Ph.D. candidate. All interviewees allowed me to 
use a recorder. Some men were great storytellers and even apologised “for speaking 
too much”. Furthermore, many interviewees demonstrated a democratic attitude 
towards the interview by preparing coffee in the office kitchen, expressing keen 
interest in my study or offering me their help to contact potential participants.
Gendering the interviews with ruling class men
Complicating the power dynamics of the interviews was the question of gender. This 
situation was mostly a heterosexual and married man interviewing other heterosexual 
and married men. This aspect is not much discussed in the sociology of men and 
masculinities grounded on life-histories. Male scholars have reflected on the method 
and its implication for the research (Messerschmidt, 2000) or discussed instrumental 
issues related to the sample characteristics and interview protocols (Olavarria, 2001), 
but have rarely explored how the interview itself is produced in a gendered context
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where masculinities are also displayed. One of the exceptions is Messner (1992, p.
178) who has remarked men’s tendency to “abstract their feelings”, even by speaking 
about themselves in the third person.
This situation contrasts with the literature that reflects and analyses the experience of 
female researchers interviewing men. In Latin-America, Fuller (2001) and Viveros 
(2002) have stressed the ambivalence they faced as women when asking questions 
about intimacy, sexuality and emotions. They have also stressed how gender and race 
enmesh in this process. In Australia, Pini (2005) has suggested how men “did 
masculinity” while she was conducting the interviews by stressing their 
heterosexuality and power positions.
The gendered nature of the interview was expressed in a variety of ways, from the 
pseudonyms that some interviewees chose (e.g. Rambo, Jim Morrison, Stuart Little) to 
adopting a rationalist approach in the interview. The gender dynamics of the interviews 
was also informed by my interest in the intimate life of the interviewees. Although 
ruling class men did not see the interview as a “threat” to their masculinity, it was clear 
that some men were not comfortable unfolding their intimate lives to a stranger. They 
adopted distancing strategies such as silence, use of the third person, deflection or 
exaggerated rationality as a means of navigating the discussion and not undermining 
their sense of masculinity.
Of the topics traversed in the interviews, perhaps the most challenging was sexuality: 
sexual practices during school days, memories of sexual initiation, formal sex- 
education, and homosexuality. Most interviewees spoke about sexuality in the first 
person and without any visible discomfort, particularly those outside the traditional 
oligarchy fraction or the ones who had lived overseas. Others sought to make 
“masculine” connections using a suggestive “as you know” when referring to sexual 
practices at school. They assumed I had knowledge of such practices and that I was 
potentially accepting them.
In other cases, I faced silence and defensiveness when raising the subject of sexuality. 
Some interviewees repeatedly stated, “I do not remember”, despite my effort to ask the 
question about sexual relations in their school in different ways and moments in the
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interview. This attitude contrasted with the willingness of the same men to speak about 
their labour trajectory or politics.
Finally, as the interview is an interactive process, a few men displayed their 
masculinity by using the interview to present themselves as normal (in their account) 
or as embodying hegemonic masculinity (in our account). When claiming normality, 
these men were in fact implying that they were “proper men”. They claimed at the 
outset of the interviews that they had no traumas from their school days. This 
statement implied that they had not been subordinated or marginalized at school. This 
strategy of claiming normality operated mainly through the normalisation of violence 
-a part of the process of growing up and becoming a man even if they had been 
bullied- and through making homosexuality invisible-as something that nobody talked 
about (chapter eleven).
During the interviews I tried to see different scenarios of power relations as a source of 
information instead of a problem. I used my insider position to build rapport and to 
balance the power relation, and my outsider position to avoid class and gender 
“bonding ploys” (Schwalbe and Wolkomir, 2001, p. 98). When the interviewees tried 
to make gender and class connections - “like you and me”, “as you know”-1 asked for 
the meaning of those expressions instead of just accepting them in order to maintain 
the flow of the interview. I also tried to understand sexist and classist response 
silences, deflection or exaggerated rationality in the context of the formation of ruling 
class masculinities. I also used post-interview conversations to challenge men who had 
given sexist and classist responses by presenting alternatives to them.
When I interviewed women I experienced some of the same power dynamics. Ruling 
class women also interviewed me, also made comparisons using my school, and also 
tried to generate “bonding ploys”. However, these interviews were also different. 
Generally, women were more open than men during the interview. In many cases 
without making much effort I could get detailed narratives, including personal and 
family details. As in the case of men, intimacy was a difficult topic. Part of that 
difficulty could be related to the fact that I was more cautious in the way that I asked 
those questions with women.
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Data analysis
If the process of interviewing in a different power context makes researchers feel a bit 
anxious, the information produced by life-histories is so rich that any pitfalls in the 
interviews are compensated in the analysis of the material.
The complexity of information has made sociologists researching masculinities speak 
of a theorized life-history as a specific method (Connell, 1995/2005, 2010; Dowsett, 
1996; Messerschmidt, 2000). Like these scholars, I was not interested in the single 
biography of an individual, but in theorizing the simultaneous formation of 
masculinities and class in specific institutional contexts. This method enabled me to 
focus on the individual but to “theorize beyond the individual... This is not a process 
of theorization by generalization, but a systematic method of investigating the 
operation of social process to the recounted experiences of individual lives’' (Dowsett, 
1996, pp. 47, 50).
I organized the analysis of the life-histories following a three-step process. In a first 
stage, I analysed each interview in terms of its own class trajectory. I used Acker’s 
(2006) scheme to analyse three types of class practices discussed in chapter one: 
production and reproduction, distribution, and the articulation between paid and unpaid 
work. From this process, I reconstructed the four class fractions described above.
Then, I combined these fractions with the type of school, and from the original 45 
interviews, I selected 30 that constitute the core of this study.
Twenty of these were analysed intensively using the case study method. The 
interviews were transcribed verbatim in Spanish, and afterwards, checked with the 
audio recording. Each of the 20 interviews was analysed individually and written up as 
a case study in English. For writing the case study I followed a two-fold process. First, 
I reconstructed the interviewees’ biographies chronologically focusing on the main 
events and significant people in their lives. Second, I examined each life-history using 
Connell’s (1987, 1995/2005, 2009) four dimensions of gender relations: production, 
power, emotions, and symbolic relations. Unlike other studies (Zhang, 2012), I did not 
use this framework to analyse the whole life of the interviewees. Rather I focused on 
specific institutions in their lives: schools, families and work. The four dimensions
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were used to analyse both gendered and class based practices simultaneously within 
this institutional contexts. Analysing who does what job could have a gender (women 
or men) or a class interpretation (ruling or working class people). The same happens 
with the other dimensions.
The main materials for the case studies were transcriptions, audio-recording, and field 
notes about each interview. Case studies include other sources of information such as:
■ Related interviews (i.e. alumni of the same school, partners in two cases, 
university or work mates, including the 10 interviews not chosen for intensive 
analysis).
■ Information about the school from two complementary sources: interviews with 
10 current principals, and documents produced by these schools that were 
available on their web pages or were given to me by the principals.
■ In some cases, public information available on the web related to the 
interviewees or their families.
Case studies varied in length from 4,000 to 10,000 words, depending on the 
information obtained in the interview. As I progressed in the analysis, some issues 
were omitted when repeated. The case study strategy is extremely time-consuming 
because it forces researchers “to think of the interview as a unit” (Connell, 2010, p.
67). It was also difficult for two personal-biographic issues. First, I was used to 
working with qualitative material in another way, which involved fragmenting 
narratives and comparing those fragments. In that research, narratives were used for 
exemplifying different situations rather than for understanding personal or collective 
trajectories and their contradictions. Second, English is my second language, and also 
it is a language where the writing style is very different from Spanish. Moreover, there 
were issues with the translation since spoken Chilean Spanish has a lot of slang that is 
extremely difficult to translate without losing its meaning. In specific cases, I have left 
the Chilean Spanish word, and in brackets, the closest English meaning.
In a third phase, the case studies were analysed collectively and grouped according to 
class trajectories and types of schools, searching for variations of patterns of 
masculinities among ruling class men, and examining the role of different institutions,
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particularly elite private and selective public schools, in this process. In this phase, I 
used Acker’s scheme and Connell’s four-dimensional model again. The focus of the 
analysis is on the ruling class as a whole but taking into account its internal 
differences. Rather than taking the diversity as a base for a categorical comparative 
study, the research is focused on the social dynamics that produce social class and 
masculinities.
Ethical considerations
The interviews were done with the approval of the University Human Research Ethics 
Committee (Protocol 13149), and participants were aware of all the research process 
through an informed consent form that all read and signed (Appendix Three).
To protect the confidentiality of the participants, however, I have changed participants’ 
names, and the names of other people mentioned during the interviews. I avoid naming 
institutions such as schools, universities or workplaces that can identify them. Finally,
I omit personal or family information that could identify them.
In what follows, I am not trying to establish a definitive truth, but offering a well- 
grounded interpretation.
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PART TWO: CASE STUDIES
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Introduction
The second part of the thesis presents seven case studies -  five men and two women 
30-40 years old. The case studies have been selected to cover different types of elite 
private schools. For comparative purposes, a case study with an alumnus from a 
selective public school is also included. The cases also show the heterogeneity of class 
and gender trajectories found in the twenty case studies. Although the boundaries are 
not clear-cut, the case studies also reflect different class fractions among the Chilean 
ruling class. Although the cases have a similar analytical structure, each one stresses 
different topics that are going to be discussed in the third part.
All the case studies are grounded on interviewees who attended school mid-1970s-late- 
1990s, were university educated, and worked in the labour market. Also, all of them 
are heterosexual and were married at the time of the interview.
The cases provide cross references to other private and public schools. The schools 
that received the most mentions are Germán’s (a British oriented non-Catholic school) 
and Alejandro’s / mine (a traditional Catholic one). Other interviewees also appear 
indirectly in these case studies. I will return to them in the third part of the thesis.
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Chapter Three: Francis, Becoming a slave of the system
The interview
Francis is in his late 30s. He is a senior manager in a state-owned company. Since our 
first contact, he was very friendly and enthusiastic about the study. We first met in his 
spacious and luminous office in the upper-town. Because of the reiterated 
interruptions, we had to continue the interview another day in his house and after 
dinner time. Like other senior managers, he started the conversation asking me about 
my social background and my life in Australia. He felt comfortable as we studied in 
similar institutions. In different parts of the interview he made reference to my school 
and university to explain class boundaries. Although Francis is quite rational in his 
responses, the interview was good in details and he didn’t avoid any themes. At the 
end he evaluated the interview and showed a bit of suspicion. “I think that it was a 
good interview... My only concern is that all the antecedents that I gave you will allow 
you to conclude something about me”.
Life course and family class trajectory
Francis grew up in a ruling class family with two different European backgrounds. His 
father’s family members are famous engineers, constructors and architects that Francis 
calls “intellectuals”. From his mother’s side, it is a rich family that he describes as 
“entrepreneurs”. His father is an architect and has a construction company and his 
mother is mainly a housewife. It is a right-wing and Catholic family “but not fanatic”.
Francis attended PK-year 12 a traditional Catholic all-boys elite private school that 
was located next to his house in the upper-town. His two younger brothers also 
attended it. At school, Francis had “a great time... I was very happy... Much of what 
I’m now comes from the school”. Up to year 4 he was an average student but 
afterwards he changed completely and became obsessed with studies and soon was the 
best student of the school by far. He was not involved in the student union or in what 
in Chilean elite private schools is known as “social action” activities (service), but in 
the school’s athletic team.
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Francis went to a traditional selective university and graduated as a civil industrial 
engineer. “I felt in love with the degree... with the exact thinking”. While he was 
completing a MSc. he entered the state-owned company where he has been working 
for the last 14 years. He had had an impressive ascendant career in one of the 
subsidiary firms before jumping into the first line of the national corporate level in 
2009. Before the move, the company sent him abroad to study an MBA. He is the 
youngest senior manager in the state company.
Francis is now in the peak of his career, but also at a breaking point in his life. He has 
been extremely self-demanding and dedicated to his career and now he is realizing that 
he is wasting his own life. He is married to an alumnus of a traditional Catholic all­
girls elite private school. They have two children ages 2-4. The oldest was enrolled at 
Francis’s school. They live at the end of the upper-town, literally in the middle of The 
Andes mountains in a big and newly constructed house located in a private condo; 
security guards included.
Class relations at school
The school was established by a European Catholic congregation that established 
schools in different cities in Chile. The first one was established in Santiago’s 
downtown in the mid-1800s. Francis’s school was established in the mid-1950s in 
what now is the upper-town as the ruling class changed its residential preferences. The 
downtown branch is now more middle class, as happened with Kurt’s traditional 
Catholic school. However, the congregation left Francis’s school in the early 1970s to 
dedicate themselves to their work in poor communities, so the school was administer 
by the Chilean Catholic bureaucracy. Priests only returned to administrate it in the 
mid-1990s. Francis attended it in this interlude time, during the dictatorship.
Francis’s family has a long tradition linked to exclusive education. Although he is the 
fifth generation of Europeans bom in Chile, he is only the second one not educated in 
Europe. His parents attended other single sex elite private schools. Francis’s previous 
connection with the school was a cousin of his father who had been an alumnus. His 
parents enrolled him there because it was near his home and it was a “school of church,
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an elite school”. He enrolled his son there because of the same reasons, but also 
because it was more diverse than similar schools.
The [school’s name] instilled in you that you can get along emotionally well with 
people of different classes, like your school... Although there were much more 
people like you and me, I also had classmates that were poorer... from different 
social strata... My wife loves the school... She likes the [name of the school’s] 
values... An elite school but relaxed where there is more social diversity, where 
different ways of thinking are allowed, where there is not much cartuchismo 
[conservative thinking]. It’s Catholic. The education is good, though not 
spectacular... Now it is coeducational, so we like it more.
We find here the same ideas as in other alumni of elite private schools masterly 
conceptualised by Germán, a senior manager in a public-private corporation in his late 
30s, as “diversity without diversity”; where diversity is expressed within a context of 
privilege (chapter ten). Francis also suggests some differences between his school and 
other elite private schools. He states that there was a kind of social diversity that didn’t 
exist in Benja’s school (chapter four), or that his school educated to “be happy” and 
not “for competence, success or profit making” like Germán’s and Frederick’s non- 
Catholic elite private schools -“that educated champions... where money is everything, 
and everything is money [the latter in English]”.
Francis recalls that the school had a relaxed environment. This could be seen in the 
discipline code where there was not much policing of the school uniform. “It was more 
like [name of my school] rather than [name of Germán’s school]”. Academically it was 
not extremely demanding either. The curriculum promotes streaming among students 
in mathematics and English but nobody was expelled. In year 12 students could choose 
electives -including fine arts- according to their preferences. Religiosity was also 
relaxed but high. Unlike Alejandro’s or Kurt’s schools, it was grounded more on 
spirituality rather than on service.
Simón, a mid-range manager at the national public prosecutor’s office who attended 
the same school almost at the same time as Francis, has a critical vision. He states that 
the school was “very elitist, very hueco (hollow), with only a Catholic value frame”.
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The way in which Catholicism was practised was a source of division among the 
students. Simón recalls that the principal at that time -a  conservative and posh priest 
from the Chilean Catholic bureaucracy- played a major role in promoting division 
among students; in creating an elite within an elite.
The principal had a Volvo of the year that his family had given to him... He also 
organized meetings [‘fancy breakfasts’ according to Francis] with a small group 
of 5-6 students whose parents were friends of his... all with surnames like 
[prominent surnames]... Everyone else didn’t qualify to be part of this elite... but 
everyone aspired to be part of it anyway.
Unlike Francis, Simón wasn’t invited to the fancy breakfasts. Simón practiced a 
different Catholicism. He was part of a Catholic youth group organised and led by the 
congregation that established the school, which met in a parish church in the upper- 
town (near where the school is located). Only 6-7 students out of 120 in his generation 
participated at that time.
Being part of it, I think, was frowned on at the school at that time... It was more 
lana (hippie), left-wing, combative, more socially engaged... It wasn’t elegant, 
sitting on the floor, playing bongo and guitars during Mass.
The Catholic community promoted a more progressive vision of life, society and 
religion than the school. In a context of a dictatorship, the community even had civic 
education for the young members. For Simón “it was as if they were telling us the 
history of something that happened in another planet”. Young members could also 
share with women from other elite private schools that also participated.
Francis “never connected” with the Catholic community. He also never connected with 
politics or participated in the student union. “I understood nothing”. Francis was very 
focused on his studies. He took the mathematics elective. His course was “really good, 
very competitive”. They had a teacher in year 12 who arrogantly told them that “half 
of you will get maximum scores in the PAA [university selection test] and all of you 
will get into [name of the two most prestigious traditional selective universities]”. The
62
maximum achievement was to study civil engineering in one traditional selective 
university (everyone made it).
Gender relations at school
The school’s gender regime was influenced by its Catholic orientation. The idea of the 
bi-parental heterosexual family, for instance, was permanently promoted. However, it 
was less conservative than new Catholic movement schools (chapters 4 and 5). For 
instance, women have always taught different subject and levels. Nevertheless, the 
power structure was masculinized. Francis entered the school when it had stopped its 
few years of coeducational project -though it became coeducational again in the mid- 
1990s. Having no female students to share with had consequences for some students.
Although it was common that students hung out with girls from single-sex traditional 
Catholic schools from the upper-town, some students -  particularly those without 
sisters- were terrified of women. Francis was one of them.
One of the things that hurt me in my life was that [school’s name] was an all­
boys school... I always had problems with the opposite sex. I got very nervous, 
hysteric. I liked women, but I was afraid of them and that is not good because in 
life you live among women.
The school’s policies didn’t do much to improve the situation. Its Catholic orientation 
was a limitation for sex-education: delivered in lower levels and centred on 
masturbation and heterosexual intercourse. Simón adds that they were taught more 
about the importance of marriage and the family as the nucleus of the society. There 
was much shyness among students -many just didn’t dare to ask a single question.
Both Francis and Simón state that in their generations there were a couple of students 
that had had sex with sex-workers in a topless shop during the study trip overseas.
Both went to the night club, but none of them had sex there. While Simón suggests that 
those boys were “crazy”, “irresponsible” and related “drug” consumers, Francis uses 
class boundaries.
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I’d say that those guys were the ones from a lower social stratum. That was 
frowned on in my school, that’s the truth... In my time the school was very cuico 
(posh, upper-class)... It was not very opened... We lived in an underworld 
[meaning social isolation].
The recurrent “bubble” metaphor appears here under the name of underworld and 
related to sexuality. Adolescent sexuality was a taboo issue at the school. Francis also 
uses the drug comparison for sexuality. “It was sort of punished... it was completely 
against the Catholic religion... it was like drugs, it was bad”. Neither Francis nor his 
close friends nor Simón were sexually initiated before graduating from school. 
However, Francis recalls that “we were all always playing in the edge of the knife [in 
their intimate relations with girls]”.
Francis recalls that there were three identifiable groups of students. At the top of the 
hierarchy, was the taquilla (cool) group. This group was comprised of the boys who 
dared to ask questions in sex-education classes, who went out with the prettiest girls 
and to parties, who played the guitar, who were better looking. Also, athletes and 
soccer players were part of it. A second group was the máteos (swots) who had better 
marks, the most “intelligent students”. The last group was heterogeneous and probably 
concentrated boys who were marginalized -from anarchists to pernos (geeks), from 
guys using drugs to shy boys. Francis places himself in the first group and Simón in 
the third one.
Although Francis states that the school was very respectful and that there were no 
serious cases of fighting and bullying among the groups, Simón says that there was a 
lot of teasing among students, generally, to everyone “who wasn’t their prototype”. He 
recalls that while some students got traumatized, others seemed to “seek to be teased”. 
Being effeminate was also a reason to be teased or even “if someone wasn’t successful 
with girls”. Swots were also teased “because they sat in the first row, asked questions, 
even had everything written down. In a context of an all-boys school... that was a bit 
gay. You had to have fun”.
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However, the boundaries among these groups were diffused and some boys could 
transit from one group to another. This was Francis’s case; he was in a doubly 
privileged position.
I was from the group of taquilleros I was an athlete, I hung out with the group 
that went out with girls. But when we got into the classroom, I was from the 
group of máteos. I studied with them, but during the breaks I joined the
taquilleros.
During his senior year, Francis started differentiating himself from his friends. When a 
slightly older cousin arrived in Chile after five years in the US, Francis became “even 
more taquillero”. His cousin was a football player, smoked marijuana, drove cars at 
16. So Francis started doing the same.
I was one step above [from school’s taquilleros]... drinking booze in the car, 
getting drunk at parties... We joined a Karate academy and we started hanging 
out with guys from other groups, really patos malos (bad guys). We were more 
taquilleros. We dressed in boots and we went to parties and fought other guys... I 
separated from my school friends and they gossiped about me saying that I had 
become an idiot. I was looking for something different, something that 
differentiated me.
In this search, Francis was embodying an oppositional hegemonic masculinity in 
relation to the school. This is similar to what Simón defines as the most admired 
student in his generation. Like in other schools, here we have a similar case of two 
hegemonic masculinities: an official-institutional one (good marks, athletes, girls, 
fancy breakfasts) and an oppositional one (sex, drugs, alcohol, fights, girls). Francis 
had the ability to successfully embody both at school, but at different moments.
Labour process and class relations in the labour market
Francis is currently responsible for selling the entire production of the state-owned 
company -sales for US$450 millions per month. He is also responsible for “regulating 
the market in a way that [name of his company] doesn’t appear as a monopoly... that
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the market is competitive”. This is a highly sophisticated neoliberal operation of 
preparing contracts with private distribution companies and fixing prices of the 
products. In so doing, he has to avoid that their clients start importing what they 
produce. However, he describes his role as “degrading”.
fm  all day in the office, I work 10 hours per day, I’m always full of work... I 
don't have stability, I don’t have quiet days... I have thousands of complaints 
everyday from [name of the company’s multiple clients]... As [name of former 
managerial position] my job was organised. I had to develop projects and 
projects had specific times. Now I don’t have projects, here I have fires and fires 
must be resolved now.
He spends “all day in the office” without “quiet days”. He receives an impressive 
amount of emails and has to relate with different stockholders in the private 
(distributors) and public (regulators and politicians) sectors, but also with the 
subsidiary finn (to coordinate the production) and from the corporate line of managers 
(coordination and strategic planning). Interestingly, without being in the production 
line, his work is highly determined by it.
As a “fireman” he is all day “resolving problems” which means making decisions. 
Those decisions are made using a huge amount of information -about the company, the 
market and the legal and political systems. This is highly technical, but also needs 
judgment -forget here the idea of the generic manager. He is under incredible pressure 
the whole day.
He handles it using what he learnt at university: discipline, persistence and velocity to 
resolve complex programs. “Two thoughts, two analyses, one solution”. In a company 
of more than two thousand employees nationwide, he has a team of 40 people that 
report directly to him, equally highly trained. His managerial style is grounded on 
prioritising, being creative and delegating.
Without being asked, Francis describes his vision of the class structure of the 
company. Class is much related to educational trajectories.
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99% of the people at [name of the company] don’t come from the same place 
where you and I come from... You saw [name of a senior manager that joined us 
during the first session of the interview] he is different because he studied at 
[name of Benja’s school] but if I show you the people that come below, they 
didn’t attend [name of elite traditional selective university where we both 
attended], they didn't attend [name of my school]. They attended [name of 
selective public regional university], they studied in a public or private school 
that is not [name of my school].
At the end of the interview, he goes further explaining that there is a relation between 
the type of university you attend and leadership. Contrasting alumni of traditional 
selective regional public (middle class) and traditional selective (ruling class) 
universities, he suggests that an engineer graduated from the latter “will always be the 
boss” of the former. He states that in the traditional selective university there is a 
“social and cultural environment where you breathe that you are commanded to lead” 
while in the middle class university “people always make them feel that they are the 
lucky ones”.
The engineer of the regional public university if lucky will get a job in the state... 
The engineer from [name of his university] is always going to be selected, he can 
be the cousin, or the contact from [name of my school]. That gives you security. 
When you say to the engineer of [name of regional public university]: ‘Okay, 
you are now the boss, you have 400 people to lead’. The guy panics.
Clearly, it is not the “social and cultural environment” that students encounter, but, to 
put it bluntly, the closure of the ruling class, where strong ties are everything to get to 
top positions. Although this narrative expresses Francis self-confidence in his position, 
it also reflects the limitations of the neoliberal labour market and the selection 
dynamics at the top end (related to a segregated school system) (chapter thirteen).
Gender relations at home and work
Francis’s domestic arrangement and gender ideology express elements of continuity 
and change. While his mother didn’t attend university and only worked when her sons
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were at school commuting children to the school, Francis married a lawyer who 
studied at the same university as he did and who works part-time for a influential 
gremio (entrepreneurs’ associations). While his father never changed his son’s nappies, 
Francis changed them for his children. Moreover he makes some family decisions 
together with his wife -e.g. their children’s school selection.
However, Francis has never been one of those hands-on fathers. On the contrary he is 
pretty much “work-oriented” as he defines himself. Like Germán, he chose not to take 
the father’s leave he was entitled to when his two children were bom.
The truth is that I have never been one those fathers that leaves the office at 6pm 
to be with his children... In that sense I’m very selfish.
For Francis, changes in gender relation are necessary, but not the only condition for the 
development of the country. He believes in sex-roles and links womanhood to 
maternity. Thus, like his father, he relies on his wife and a live-in nana (maid) for the 
house duties and children care. He wonderfully describes their domestic arrangement 
during the weekdays.
My wife makes up for very much of my absence, the fact that I’m not there all 
the time. She works part-time, so she goes to pick up the children at school, and 
then she has lunch and plays with them for a while. After that, she leaves them 
with the nana and goes to the supermarket to buy the groceries. She comes back, 
changes their clothes, feeds them and then I arrive. I play and watch TV with 
them for a while.
Besides playing with his children during the evening, sometimes he prepares his own 
breakfast after running early in the morning. During the weekends he does “light 
stuff’: he prepares barbecues or sets the table, a classic among senior managers.
Although he sees that gender relations are changing -i.e. more women study 
engineering or men are involved in light domestic work such as “changing nappies”- 
this isn’t seen in the workplace. All of the board of directors and all senior managers 
except one are men. There is no commitment to gender equity at all.
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Like other interviewees who work in the public sector (Simón, Monica, Kurt, 
Alejandro), there is no work/life balance policy, nor formal gender parity policy, nor 
formal anti-sexual discrimination policy. This gender neutrality also exists in his team 
where there are “many women...many are analysts... [even] one is a director and the 
other one, deputy manager... Women are very executive” Where do they work? In the 
back-office and in sales.
The formation of masculinity in the ruling class
Francis went through a highly masculinised upbringing, including an all-boys 
education at an elite Catholic school. He then entered a male dominated faculty at a 
traditional selective university where in 2010, 65% of its intake came from fully-paid 
private schools (SIES, 2012). He has succeeded in the corporate sector in a male 
dominated industry. “I didn’t want to work in retail nor in finance, but where you have 
‘a piece of metal behind’, looking at the business, but that behind it there is something 
hard”. In all these institutions heterosexuality has been taken for granted.
In his family, he encountered a sharp gender division of labour. His mother was a 
housewife who was always involved in the kitchen even teaching nanas how to cook 
properly. None of the males at home had to do any domestic work. “She was very, 
very machista... she was happy with having only sons”. His mother admired and 
spoiled him a lot. With his father he had “another type of relation, more structured, 
more intellectual”. They did men activities. They rode motorbikes, hiked mountains, 
listened to classical music, and talked. His father instilled in the boys that they had to 
cultivate their intellect. He used to tell them stuff like “I don’t want a stupid child... 
I’m not going to force you to study at the university but I suggest that you try to do 
something with your life”. These two facts provoked on him an association between 
masculinity and rationality, and femininity as “passion”. This association will be 
present in different institutions shaping Francis’s masculinity.
Despite his privileged background, Francis’ masculinity is far from being stable or 
static. He has been through different masculinity crisis during his life (chapter eleven). 
The first one was brought about after his mother told them as a joke that they “would
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be left without school'’ since his father had to close his construction business because 
of the economic crisis of the early 1980s. Although that was impossible, Francis 
freaked out in panic and started getting obsessed with study. He had to demonstrate to 
himself and his father that he was “doing something with his life” to avoid losing his 
school.
At school, Francis developed an interesting strategy in the construction of his 
masculinity. Pragmatically he had the ability to embody both the institutional (official) 
and the oppositional ideal of hegemonic masculinity (chapter eleven). These two 
patterns were also found in other schools as we will see. Although in a context of 
privilege, this recalls the insider (institution) and outsider (street) masculinities 
described by Reich (2010) for marginalized imprisoned young men. In Francis’s case, 
however, both were embodied by the same man, but in different times and institutional 
situations (Messerschmidt, 1997).
Many of the key decisions in his life have been taken following the institutional pattern 
of hegemonic masculinity, a pattern that connects with his class trajectory. When 
choosing a university, he chose the university that his parents and other relatives had 
attended. “I had a pre-conceived idea” (cf. Amelia, chapter nine). He chose 
engineering because at his school, it was considered the most demanding and 
prestigious degree. When he had to choose a speciality within engineering he chose 
using a class criterion and he moved where alumni of elite private schools went, 
“people were warmer”. At university he refused to participate in university politics for 
the same reason “my only preoccupation was to understand the natural logarithm”. He 
chose his school for his children “because it was the one we knew the most”.
However, enacting the institutional pattern of hegemonic masculinity has limitations. 
For Francis, the main one has been his incapacity to connect with emotions. It seems 
that he has always experienced a tension between rationality and passion. His second 
masculinity crisis (or hegemony fracture, chapter twelve) occurred when he broke up 
with his six-year girlfriend at the end of his undergraduate studies. The relationship 
demanded not only time but also emotional involvement. He would not allow himself 
to be driven by his emotions.
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It was difficult for me to mix both worlds [studies and love]. At university I 
never had those free loves, I never failed subjects, and I never got mad. No, I 
liked her, I was used to her. I separated the worlds. I mean, I wouldn’t fail a 
subject because of her. I wouldn’t allow that to happen to me.
A third hegemonic fracture appears when he was finishing university and the well- 
known path became more diffuse. He didn’t know what to do. He wanted to be lecturer 
and researcher. “I found that it was superior”. He applied for two masters overseas and 
was rejected. Then he wanted to study philosophy. “I was talking non senses. I didn’t 
have a girlfriend, I was super bipolar, very insecure... very passionate”.
The turning point was when he met his current wife. “I started getting back on the 
rails, and they started promoting me in the company”. Women solving men’s 
emotional problems. This was his first intimate relationship that was quiet and that had 
a “smooth start”. Probably, she diminished his anxiety with women and gave him 
confidence. Moreover, she “got him back” on the institutional rails making him a 
partner and a father, and then, by being in charge of the domestic work and child care. 
Francis states that because of the school “I never thought about myself not married, 
without children”. He could start accomplishing the adult version of the institutional 
hegemonic masculinity. Meeting his wife allowed him to re-encounter the school’s 
official hegemonic masculinity and to abandon the oppositional pattern.
Francis is now living another hegemonic fracture that places him in a dilemma in 
relation to his successful career: quitting his job, or continuing until making it to the 
directorate (the next step). It seems that the institutional hegemonic masculinity has 
reached a roof within the state logic. As a confident, autonomous and ambitious 
manager, he thinks that because it is a state company, “political factors” mean that the 
company is not as competitive and aggressive as it would be if it were private. Being a 
state company prevents it from having “winners” or “first class” teams. The 
institutional masculinity enmeshes with neoliberal ideologies of efficiency, 
competence and praise of the private sector. This is affecting him psychologically.
Simultaneously, he is becoming aware that embodying the professional successful and 
economic profit-making institutional hegemonic masculinity has costs.
71
I’m turning 40 and my position [in the company] is very high for my age. At this 
point one gets ‘in a way that you can’t come back immediately’ [slowly and in 
English]... If you then pass to a higher position you will be a slave of the system. 
I’ll end up at 55 having a super high position, having participated in very 
important processes for Chile, having a lot of economic success, but ‘where is 
my life?’ [in English again].
Francis knows that he is at a breaking point. He lives with stress all the time and has 
frequent ups and downs. He is living for his work. “This position consumes you, it 
consumes your life”. For dealing with it, he has found refuge in a body-reflexive 
practice. He runs marathons. He trains weekly early in the mornings. “It is for cleaning 
my mind, otherwise I’ll end up mad”. But he has not confronted the dilemma yet.
The problem seems to be that Francis doesn’t dare to embody an alternative 
masculinity. He would like to “innovate”: find another job, less demanding, or take a 
sabbatical year to go back to Australia and spend time with his family so his wife can 
do a master’s degree. He has the knowledge, the skills and the money to do that, but it 
would go against his rationality. That would be irresponsible. That would be as if he 
had been driven by emotions, by passions.
To sum up, I think that Francis embodies an institutional hegemonic masculinity that 
expresses some changes in gender relations. It comprises both elements of continuity 
and of change. It is not a replacement of an old form of hegemony for another. Both 
elements are accomplished simultaneously, and both are in tension (Aboim, 2010).
That is why he does not have a solution to his current dilemma. However, I would say 
that Francis will choose staying in the company and making it up to the directorate. He 
will not allow himself to lose more than a couple of seconds of the corporate marathon. 
He will prefer to be a slave of the system.
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Chapter Four: Benja, Someone out of place
The interview
Benja is an independent architect who is now starting his own business with his 
siblings. He is in his mid-30s. I met him in his architect’s office, which he shared with 
other young professionals. It is located in one of the most buoyant neighbourhoods of 
the upper-town. Like in other cases, the interview was conducted in a branch of an 
international chain of coffee shops. Benja was dressed informally but in a cool style.
He was very friendly and spoke eagerly and with details about his school and labour 
experiences. However, he was more reluctant to speak about his intimate life. Like 
Francis, without being asked, Benja regularly used the term class to explain social 
divisions and to refer to different situations and personal experiences.
Life course and class trajectory
Benja was brought up in a ruling class family related to the artistic world, construction 
business and politics. He is part of a long “dynasty” of architects. His grandfather on 
his father’s side was an influent and pioneer architect, so were his father and mother. 
His mother designs “the most pitucas (posh) houses of Chile, the biggest and most 
expensive houses”. The same path has been followed by him and his two sisters but 
not by his older brother who is a business administrator. Some of the male members of 
his mother’s family are influential politicians.
Benja’s parents broke up when he was 8 years old. His father had problems with 
alcohol and drugs. But what trigged the separation was that he cheated on his mother. 
He remained living with his mother and his siblings but he continued seeing his father 
regularly. His parents’ separation provoked different crises in Benja’s life particularly 
at school. Almost ten years ago, his father committed suicide after being treated 
different times for drug abuse.
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Benja and his three siblings were enrolled in single-sex new Catholic movement elite 
private schools located in the same street in the upper-town. Unlike other interviewees, 
Benja could never fit there. He was a bad student, was the only child from separate 
parents, had artistic interests and was from a not very Catholic family. He was always 
a sort of “against the current” student. That brought him problems with the school, but 
also gave him a sort of power among the students. Eventually, he was expelled in year 
11 and finished schooling at a non-elite private school that received expelled students 
from elite private schools.
After school, he left his parents’ home to attend a prestigious but alternative faculty of 
architecture in a traditional selective regional university -the same one where close 
family members had attended. Since graduation, Benja’s main works have been in his 
uncle’s construction company and in the architecture office of one of his uncle’s 
customers; both related to the thriving business of social housing. He has also worked 
as an independent architect with his mother. His real passion is making sculptures. A 
couple of years ago he had a great labour conflict with his uncle because he did not 
hire him as he was supposed to. This was a massive crisis both familiar and for his 
economic expectations.
Benja has been married for six months after living together for a year and a half. This 
is his second marriage, neither of them by the Catholic Church. They live in the house 
he bought a couple of years ago. It is located in a more professional middle class area 
of the upper-town. Neither he nor his current wife has children.
Class relations at school
Benja attended the oldest all-boys new Catholic movement school in Chile. It was 
established in the early 1970s by a group of parents unsatisfied with the social 
integration policy and politization of Alejandro’s traditional Catholic school. The 
spiritual and value formation was conferred to the Opus Dei whose conservative 
Catholic doctrine had inspired them. The same parents’ association had established an 
all-girls school a couple of years before. As the demand grew, that group of parents 
became a formal educational society that has established four more elite private 
schools since the late 1970s. They have also established schools for working class
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children. Although it is a relatively new school, many members of the contemporary 
right-wing corporate ruling class have attended it. Benja recalls that almost all his 
schoolmates were supporters of the civil-military dictatorship.
Benja’s family connection with the school started when his parents enrolled their 
oldest siblings in the all-girls and all-boys schools of the educational society. His 
family’s school trajectory, then, embodies the changing educational preference of the 
corporate ruling class described by Thumala (2007): from traditional Catholic to new 
Catholic movement schools. His father and two uncles attended the traditional Catholic 
school which the founding members of Benja’s school were unsatisfied with.
However, and unlike John (chapter nine) or Charles (chapter five), Benja didn’t name 
explicitly a political or religious reason for not continuing the family school’s tradition, 
but the academic prestige of the new school and that it was close to his house.
The school is extremely Catholic what reflects the ideology of some fractions of the 
Chilean ruling class. On the web page, it appears that “The [name of the school] was 
founded to help our students get to Heaven”. Students have Catholicism as a subject 
with tests and marks, at least one hour per day. They have to confess to a priest 
frequently and there were retreats and meditation days. There were parents who were 
supernumeraries -  senior active members of the movement. This school was much 
more religious than John’s new Catholic movement school, and particularly, Francis’s 
one (chapter three).
At school there were processes of marginalisation grounded on patterns of 
consumption and wealth. Benja names this bullying and gives two opposite examples. 
James was physically bullied during the breaks because he was considered a hijo de su 
papito (spoiled boy) from a wealthy family who had all the latest toys that a child 
could have ever desired. Nestor was psychological bullied because some students 
thought he was poor. Curiously he wasn’t poor at all. His father was a rich religious 
man who “gave all his money to the Obra [how members refer to Opus Dei] and took a 
life of austerity and poverty”.
Contradicting its supposedly Catholic orientation, these practices were sometimes 
ignored by the school’s authorities. Benja states that in the school there were “really
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bad guys”. Some of them were expelled in year 5 or 6 but others were protected 
because their parents were high rank members of the movement or big donors (cf. 
Charles, chapter five).
There were some of them [students] that would never be expelled no matter what 
they did because they were sons of supernumeraries, from the most prominent 
Opus Dei families of the school, from very wealthy families that helped the 
school and the Obra [with money]... It was only contacts. Who knows what the 
arrangements were [made by their parents and the school authorities].
Some students treated the teachers really badly, others were very indifferent with 
teacher’s authority. “Very arrogant... they even told the teacher who their parents 
were.... The school was hand-tied... Sometimes teachers had to leave the classroom”.
These narratives blatantly express how the relation between the ruling class and the 
new Catholic movement is not only forged in faith but also in money. It also suggests a 
mutual interdependence where new Catholic movement membership provides 
distinction and how the ruling class provides money.
The school also promoted these internal divisions among students through a culture of 
competition. There was a strong rivalry among the two courses per generation, “as 
enemies”. Courses were never mixed, so students from each course “didn’t know each 
other”. Sports were the main ground for that and played a key role in the school 
projects. Externally the school competed to be at the top among other elite private 
schools in the annual athletics competition. “[Sports] brought out the unity of the 
school... We were 400 students and we competed against schools of 1,000 students”. 
The epic of the sports contest was enhanced since his school was always in top 
positions.
Gender relations at school
In line with its conservative Catholic orientation, the school gender relations were 
grounded on the idea of a natural sex-difference and the need of separate education for
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boys and girls. One of the principles of the educational society that owns the school 
states
In order to respond to the differences inherent in the growing-up process of 
women and men, the schools are all-boys or all-girls. These differences are 
manifested in the process of development and maturity of each other and in 
many other anthropological and psychological characteristics... But we 
understand that coeducation of men and women is important and that it occurs 
naturally within the family.
The “principle” not only reduces gender to a categorial biological fact, but also 
suggests that the school itself is a neutral institution. It also presupposes (and 
promotes) only one type of family -heterosexual, bi-parental with children- as the 
universal type of family. This ideology has practical consequences in shaping the 
gender and class regimes of the school.
Benja recalls a strong gender division of labour. Women were almost absent from the 
school life. Benja had only one female teacher (of religion) who left the school in year 
6. He describes her as “probably a lesbian, short hair... very harsh, a man”. Students 
called her “sergeant Smith”. Women taught only in early childhood education, in a 
separate building. The only regular women were secretaries and the nanas.
Nanas were in the kitchen with a sort of turban on the head, hidden. They arrived 
at school very early and they left very late; we never saw them.
Accordingly, power structures were masculinised. All the board of directors were 
male. A big and tough man embodied the strict discipline code of the school: the 
inspector (dean of discipline). “If you were sent to the inspector... you could wet 
yourself in front of him... He was carbon (harsh), he never smiled”. Sometimes the 
inspector hit the troublemakers.
Sexuality was explicitly controlled from a conservative point of view. Benja recalls 
that sex-education was restricted and delivered by a priest around year 5. Speaking 
about homosexuality was not common and heterosexuality was imposed by teasing
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boys who were considered effeminate -according to Benja, in a lesser degree than the 
classed bullying described above. The relation with girls was limited and the first 
contact was through the sisters of the classmates that attended the next-door all-girls 
Opus Dei private school. Benja also knew girls from one traditional Catholic all-girls 
school (Kate’s school, chapter eight). He and his friends preferred the latter because 
they were sueltas (easier)”.
In this context, Benja suggests that there were two notorious groups of students. One 
were the academically best students -who were recruited from early years to the Obra, 
and some of them ended up being numerarios and now are part of the senior hierarchy 
of the Chilean Opus Dei. Those students tried to convince other students to be part of 
the movement. They were also the school’s model. They clearly embodied the school’s 
official pattern of masculinity. Along with that group, there were the bacanes (cool 
guys). Those were the most popular students, the ones that were invited to the girls’ 
parties in secondary school. Some soccer players were in that group. Benja was part of 
that group.
Benja embodied an oppositional version of the school’s hegemonic masculinity. He 
was a guy who was admired: he hung out with other elite private schools students; he 
knew music that nobody knew and in year 10 was in charge of the school radio; he was 
a carretero (parties, alcohol and drug consumption).
I was the one who showed them things. That was amazing, I was the bacán... In 
high-school I was another person. I didn’t hang out with people of my school. I 
disliked their style, what they did, the music they listened to. I was completely 
the other way around. I was the heretic of the class. Perhaps because of that they 
admired me, until now. They invite me to generation barbecues after 10 or 15 
years and they are fascinated with my stories.
Particularly he was admired because he went out with girls and had pseudo sexual 
experience when nobody had them at that time. His classmates considered that Benja 
did “adults’ stuff’, and that gave power to him.
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Unfortunately for him the informal leadership could not fit with the school’s formal 
culture. His relation with the official curriculum triggered a crisis. The curriculum 
reflected ruling class interests and its idea of male education and success. “They aim to 
prepare students to become lawyers, business administrators, and civil engineers”. It 
was academically demanding. Benja recalls that “(advanced) physics in year 11 had 
the equivalent of the contents of year 3 in civil engineering in [name of traditional 
selective university]”. It also included outdated subjects such as Latin. Students were 
expelled if they failed one subject. In year 10, students could choose among three 
electives: Science, Math, or Humanities. There wasn’t an alternative for fine arts. This 
was a problem for Benja who had strong artistic interests.
Benja rebelled against a reductive curriculum. He wrote a polemic letter stating that 
not everyone wanted to study traditional degrees. The letter was published in the 
school magazine, but nothing changed. Following his mother’s advice, he enrolled in 
the mathematics elective. It was a disaster academically that ended with him being 
expelled in year 11. Benja was not much interested in those subjects. For instance, he 
took the final exam in physics with a hangover since he had gone out the night before 
until 6am.
Benja and his mother complained because according to Benja, the physics’ teacher had 
an issue with him. The authorities agreed to change his marks so he wouldn’t have to 
do the year again, but Benja had to leave the school. “It was an ecclesiastic lie”, he 
recalls. With his mother, he went to a number of elite private schools but only one 
accepted him (Francis’s school). However, Benja preferred a small private school 
especially established for expelled students from ruling class schools. “They 
understood what had happened”.
This school was completely different to the former one. “The school was a joke”. It 
was extremely easy academically for him. He never studied or payed attention in class 
during year 12 and he was now the swot, the one with the best marks. Students even 
cheated by copying him during the tests. There were students who had repeated four 
times. He states that there were students that were “incompatible with formal 
education” and others who were “really bad guys”. They made teachers’ lives 
unbearable without any sense of discipline. Benja was shocked in that environment.
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Class relations in the labour market
In Benja’s labour trajectory, there are several elements that stress the salience of class 
in contemporary Chile. The family and acquaintances relationships in the building 
industry are remarkable. Benja’s uncles from his mother’s side, for example, followed 
his grandfather’s steps in the industry. One of his uncles is now the owner of the 
“largest building companies in Chile, owner of half Santiago”. Benja himself has 
started following the family steps. Actually, his independent work and current projects 
are based on his family experience in the field both targeting ruling class clients and 
expanding his grandfather’s architectural inventions, and he has also associated with a 
former schoolmate to implement the business.
The connection expanded to acquaintances. He was referred by his powerful uncle to 
one of his clients to be hired. The boss knew perfectly his mother and father as 
respectable architects. Benja was also in a position to negotiate his schedule: part-time 
to have time to work on his sculptures. In this context, class conflict was a major issue 
during his three years working in that architect’s office. According to Benja, all the 
employees were male and from the lower-middle class. Benja could never be friend 
with them. Everyone there had bronca (anger) at him.
First of all I was pelolais (from the upper-class). Second, I was the nephew of 
God. They called me Jesus-Christ because all the work that they had to do was 
sent by my uncle... In the Chilean lower-middle class, the poor, uncles are very 
important, a person you can turn to in case of difficulties. In part they were right 
because I was there due to my uncle. But, if one day I need money, do you think 
that I will turn to my uncle? Never in my life.
Interestingly, Benja places himself in the class structure, describes the way in which 
class relations work, and makes a distinction with lower classes. Moreover he suggests 
cultural differences that are reflected in labour practices. He compares the employees 
at the office where he worked and the employees his sister hires.
I think that there were some rules in that office [his uncle’s client one]. One was 
that they only hired men from the lower-middle class. It was due to the following
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reason. My sister, who is also an architect, only hires pelolais people. Those 
pelolais want to be independent after they learn... so they leave the office 
eventually. They have lots of expectations for their lives. The others [from the 
lower-middle class] have been working there for 10, 17 years. Everyone has his 
speciality and they do it very well, they are like public employees working fixed 
hours. In my sister’s office, on the contrary, if they have to apply for a grant for a 
project everybody stays overnight, they go out together; they are all friends.
These differences in the labour practices are grounded not only on the difference 
between a big and a small architect’s office but on the cultural practices and 
identification. Benja is a pelolais. For him that means being committed to the job in the 
form of personal fulfilment and high career expectations. Lower-middle class, in his 
view, is not; they just work to make a living. For Benja, class relations are related with 
the possibility of innovation, creativity and independence (ruling class) or forced 
obedience, control and stability (lower-middle class).
Gender relations at home and work
We didn’t learn much about Benja’s personal life. However, indirectly there are 
different aspects that give us clues to make a picture. Benja grew up in a house where 
no family member was involved in the domestic work. As usual, that work was done 
by nanas.
I always had 2-3 nanas [in his mother’s house]. One has known me since I was 
15.
Impressively, some of the nanas have been working almost 20 years. Despite the long 
lasting relation of dependence, it seems that they had some sort of power in his home. 
Benja recalls that as he liked to sometimes cook his own food, his nanas never cooked 
anything for him. This contrasted with his older brother who was spoiled by them as he 
did not do anything in the kitchen. “It backfired on me”.
Benja grew up seeing a working and independent mother. He married two professional 
women related to the fine arts world -both alumni of all-girls elite private schools.
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However, this had consequences for him. His first wife was sort of economically 
independent, and that situation made it easier for her to leave him.
Women today say ‘I want to leave tomorrow I don't depend on you... I'm going 
with my own money, and I’ll rent my own place’... That happened to me.
He suggests that now “women are the ones who are doing the change”. And men suffer 
because they haven’t adapted to the new scenario yet. In this changing and risky 
situation for men, Benja’s second wife is quite an opposite woman: a younger 
professional dancer who is starting her career.
She has a position that is a bit less marked in that independency. I believe that 
she is someone that intrinsically likes dependency. She is very casera (home- 
loving). Her profession doesn’t allow her [to be independent]... I think that in a 
sense the economic dependence prevents couples from splitting up.
Benja feels confident with that arrangement. For instance, he participates with her in 
an artistic project with state funds. While it is his wife’s first job and she is very 
involved and excited, Benja states that for him it is “like a hobby”. He also implies that 
he was the intellectual author of the project.
This dynamics seem to be reproduced in relation to domestic work. We don’t learn 
what exactly their domestic arrangement was. But Benja suggests that she spends more 
time in the house, so she probably does more domestic work. However, Benja seems to 
continue his childhood passion: cooking -a classic among ruling class young men.
At the labour market he has encountered the same gender division of labour. In the 
building industry, he relates mostly with men. Like other interviewees, Benja’s view of 
gender relations in the labour market is mediated by his view of the working and 
middle classes.
[Lower-middle class men] are homophobic up to the bones, they interchange 
pornography, a complete network.
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Benja recalls, for instance, that in the office where he worked for three years a new 
employee was gay. He says he had to help him to keep his secret to avoid being 
“lynched'’ by the other employees. Differentiating from employees, Benja states that 
he has friends who are gays, so he knows their “manners, codes”, and respects them.
The formation of masculinity in the ruling class
Benja went through an ambivalent masculinising upbringing for the Chilean ruling 
class. He attended an all-boys elite private school that promoted an extremely 
conservative gender regime. However, in his family he encountered a slightly different 
arrangement. At school, he was the only boy whose parents were separated and where 
the household was led by a working woman. The figure of his father was also radically 
different; a very well-known and successful architect who was sort of bohemian “who 
liked to have people over for dinner, to get drunk... a serious disorder”.
Although Benja’s relationship with his father improved after the separation, “instilling 
me into mocks-up making”, his mother was a key figure in the construction of his 
masculinity. She was the one who disciplined him at home, “she was the bad guy”. 
Although she never had much time to do homework with him, she was always 
concerned about his education, “that I didn’t get lost in life”. She oriented him in 
relation to what elective subjects to choose at school. She hired a private teacher to 
improve his academic outcomes. She oriented him about what university he had to 
choose. She also paid his university studies and his maintenance in the regional city. 
She helped him economically to travel one year overseas. She has also invited him to 
work with her. She finally conceived the unsuccessful labour plan for him with his 
uncle.
Benja constructed his masculinity against his conservative school during his 
adolescence. He defines himself as a bicho raro (weirdo) in school, someone out of 
place. He had strong artistic interests, never took religion seriously and was a bad 
student except in fine arts courses. He also did not practice traditional sports (soccer, 
athletics) but skiing -  a highly elite sport where he was runner-up of the elite private 
school championship. His family did not help either. Politically, they were centre-wing 
supporters but with strong ties with both sides of the political spectrum. He was the
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only one with separated parents in a school where separation was taboo. During his 
childhood, this issue made him very “uncomfortable” -he cried just of listening to the 
word separation. He felt discriminated by his classmates’ families. This was 
aggravated since his parents weren’t very Catholic and never went to parents’ 
meetings.
Probably this situation triggered other Benja’s school problems. Since year 5 or 6 he 
started having disciplinary problems. His mother took him to the psychologist to avoid 
future problems. Here Benja met a second influential woman in his narrative: his 
psychologist. She labelled him as a “genius” and also instilled into him the interest on 
artistic creation. She gave him self-esteem and emotional support in a moment of 
anxiety. This situation also triggered that he turned to other people outside his school 
and reacted in opposition to the conservative school. Therefore, the university was a 
turning point in his life. He defines it as a “marvellous experience, totally different 
from the school one, a place of artists where originality prevailed”. He felt free.
It can be said that Benja, like his parents, is a partial class dissident. This is a 
contradictory process where he rejects his class but also simultaneously gets the 
benefits of it. He now embodies a sort of alternative hegemonic masculinity in the 
form of an artist and a bohemian, but without the accursed component. He chose an 
artistic career and is the only interviewee who studied in a regional university. He 
searches for alternative paths though not necessarily to produce more equity.
He is also extremely critical about his elite private school. He would not enrol his 
children there.
I wouldn’t make them suffer, live the stress I lived. I hated the academia because 
it was so demanding...I couldn’t even have friend there... There is also the risk 
that they end up being part of the movement.
He has in mind a utopian (Mannheim, 1936) alternative: non-selective public or private 
subsidised school with great infrastructure, great sport fields; a school that promotes 
the arts. Basically, he is thinking of a ruling class school with more class diversity but
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not even Pedro’s selective public school nor Emilio’s (chapter seven) had all what 
Benja wants. It is a conservative utopia.
Benja has also challenged the traditional conventions about marriages in the ruling 
class. He is the only married interviewee that lived with his partner before getting 
married (with his two wives). He has also never got married by the Catholic Church. 
He has also dared to separate and divorce with all the difficulties it can bring in the 
conservative ruling class (Kate, chapter eight). He even seems to have a more gender 
equity discourse at home and in the labour market. However, he has always married 
women from his same class milieu. Also, after the crisis in his first marriage he turned 
to a more patriarchal model. Important lesson: unfortunately, personal crises aren’t 
always a time for a change towards gender equity.
Furthermore, he is very critical of the Chilean class structure and urban segregation.
He has experienced it and realised that lack of integration can also affect alternative 
ruling class men. He lived a small class conflict in one of his jobs and so did his wife 
when she entered a dance academy where her classmates where “all from a very lower 
class, all sort of communists”. He also rejects that during his school days he never 
went downtown or to another part of Santiago besides the upper-town.
However, there is a sort of latent class anxiety in his narrative that is embodied in his 
mother’s and uncle’s figures. It seems that he and his family have always had an 
anxiety of failing or of not reaching what a man like him is supposed to get. Benja’s 
mother, for instance, was very angry when Benja was expelled of the elite private 
school. She didn’t allow him to take a gap year at university so Benja could make 
sculptures. His mother also created the labour plan with his uncle business after she 
gave up the idea that Benja was a “loser, a nobody”. One of the causes of his conflict 
with his uncle was that he thought that Benja “could design a weird house that he 
wouldn’t sell and would make them lose money”.
Among these tensions, Benja challenges the status quo but without an alternative 
project. He defines himself as sort of “leftist, socialist” but without being a member of 
any political party, movement or organization and having a vague political ideology 
and practice. On the contrary, what appears is resignation.
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Chile is a country of networks, moreover in this [right-wing] government... 
People from my school, my university, my neighbourhood, and from the beach- 
town work with me... I don’t see the solution. How can you work with people 
that you don’t know? The social gap is enormous... It prevents that people in the 
bottom make it into the top and it maintains people from the top in the top. They 
will never go down. The middle doesn’t exist because there is a resentment that 
goes behind social class. There is a problem of race. There is a group that 
believes that they are descendants of Europeans and the others are indios 
(indigenous people).
Sharply Benja linked class with race to explain the roots of social divisions or what 
Quijano (2000) calls the “coloniality of power”. Simultaneously, he also expresses 
how Granovetter (1973) thesis is inverted in the Chilean class structure -what counts is 
the strength of the strong (not weak) ties.
Summarising, Benja has passed from embodying an oppositional hegemonic 
masculinity at school to embodying an alternative one. Oppositional can be understood 
as a simile to the protest masculinity, but without experience in the marginalization of 
the latter. His current alternative pattern of masculinity is similar but different to 
Alejandro’s neo-hippie corporate masculinity. Benja lacks institutional power though 
his power is rooted in its “coloniality” and the strong ties at local level. His 
masculinity is constructed by criticising certain ruling class institutions, but not 
necessary in opposition to his class. What it is clear is that Benja’s masculinity is not 
constructed in the lines of rationality as Francis is and that it expresses the possibilities 
and limits for changing in a privileged context for both class and gender relations.
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Chapter Five: Charles, “Enduring bullets”
The interview
Charles is in his early 30s and works as a stock trader for a brokerage firm, branch of a 
local bank. He was the only interviewee contacted with the help of the principal of his 
school whom I had previously interviewed. This was the last interview that I 
conducted and it was carried out in the bar of the oldest and most elegant golf club in 
Santiago’s upper-town; Charles’s family has long been a member. Like skiing, golf is 
still a very exclusive sport in Chile. He arrived a bit late since he had been celebrating 
his birthday with his workmates. The next day he was travelling overseas for holidays. 
Before the interview started, he wanted to know about my social background and my 
life in Australia -country that he had recently visited. Charles looked very confident 
and combined a warm and defensive attitude. He tended to give very brief and 
impersonal responses almost avoiding speaking about his personal experiences. It 
seems that he feels more confident speaking from outside, in an objective manner. He 
is like a poker player. When asked if he wanted to say something more at the end of 
the interview he replied: “No, I’ve been very explicit”.
Life course and family class trajectory
Charles was brought up in an old money ruling class family linked to the agricultural, 
financial and industrial sectors. His family’s background is very similar to William’s 
(chapter eight), but with close relatives, on his father’s side, of European origin. Both 
of his parents attended single-sex traditional Catholic elite private schools, but only his 
father attended university. When Charles was bom, his father was in a transition from 
being an “agronomist to an entrepreneur”. The latter means opening a family-office to 
speculate in the stock market with the family’s wealth. This is a growing and profitable 
industry.
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Charles is one of youngest members of his family, having a considerable age gap with 
his older siblings and cousins. He lived with his two parents in the upper-town during 
his school life but they broke up 10 year ago.
His family embodies a conservative ideology. He grew up in a non-militant right-wing 
family that supported the civil-military dictatorship. Unlike William’s family, in 
Charles’s it wasn’t common to speak about politics let alone to receive the visit of 
prominent political leaders. He describes them as full members of a conservative new 
Catholic movement. The family joined the movement almost twenty years ago through 
his older sister who became an active member; soon after, his mother “got blinded with 
it”. His father is also linked to the movement but it seems that he is much less active.
After his family joined the movement, he was moved to the first and most exclusive 
all-boys school of the movement. Charles was an average student at school who did 
not stand out in sports, but stood out in carrete (parties, girls, alcohol). After school, he 
attended a private non-selective university that now is also controlled by the 
movement. He studied business administration. Here, he wasn’t a good student either. 
During his university studies he went to Europe for a semester exchange in another 
university of the movement.
Charles has been working for almost three years in the financial firm. It has been his 
only job. He got it through one of his brother’s friends that worked there. Although he 
has not much experience, his future plan is to become independent and start a 
brokerage firm. He has been married for almost a year with an alumnus of an all-girls 
elite private school (Monica’s school) who is now working as a primary school teacher 
in Charles’s school. They have no children and live in a flat in a traditional area of the 
upper-town.
Class relations at school
Charles attended two schools from different new Catholic movements. The first one is 
from a movement established by alumni of Francis’s school (chapter three) and where 
John and Arturo attended. He arrived at the Legion of Christ’s school in year 5. It was 
the early 90’s during the first years of the new democracy. He was one of the first
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generations of students enrolled in the school. We can say that the school was in 
formation. For instance, at the beginning, sports or the students union weren’t as 
important as they were in later generations.
Encouraging academic success seems to be the main objective of the school project. 
Charles states that the school “cultivates leadership very much, regardless who is left 
behind”. He gives two examples, “public lectures” and “expositive classes”. Both are 
academic competitions among students that are carried out from year 5 to year 10 in 
every subject to determine who is “the master of the universe”.
In “public lectures”, the class was divided in two rows, each one ordered from the best 
to the worst student. Then the teacher asked questions to the students. If the best 
student didn’t know the answer and the second best student did, the second was moved 
to the first position in the row and so on. This was rehearsed during one month and at 
the end of the year it was performed in front of the parents. The winner was given a 
sash and timid students were left behind.
It is an eternal competition...in the end it is among parents... It was tough. I saw 
guys who were rather timid that stayed behind on the road.
Clearly this sort of “pedagogy of competence” was also delivered by “subtle stuffs” 
that he doesn’t find words to explain. This pedagogy was deliberately organised more 
as a sort of natural selection than for toughening up students (cf. Poynting and 
Donaldson, 2005). There is much of social Darwinism in this. This pedagogy clearly 
discourages any sense of collaboration and promotes individual over collective 
success. This form of leadership promotion will shape Charles’s practices and attitude.
This academic competition, however, was limited to traditional areas. As in Benja’s 
Opus Dei school (chapter four), fine arts wasn’t an alternative for senior students when 
they had to choose electives. This explains that “90% [of his classmates] studied law or 
business administration”.
The promotion of leadership was then mainly an issue within the school and not 
through the public space. The school didn’t promote formal politics reflections
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although the majority of the students were right-wing supporters. History, for instance, 
was reduced to the past and not to contingency or recent past (chapter eight). But on 
the other hand, “nobody was much interested”.
George, a younger alumnus who grew up in a wealthy family and now is finishing a 
business administration degree in a private emergent university, gives a critical 
description of the school.
The school doesn’t educate you for life. It is a school that isolates you. The 
students want to be with people like them. They don’t want to open their 
horizons. Generally, if graduate students can’t make it to [name of traditional 
selective university, Francis one] they go to [name of the private university 
owned by Opus Dei where in 2010, 95% of the students came from fully-paid 
private schools (SIES, 2012)]. Why? Because it is similar to what they know, 
people are similar to them... The school isolates you from what happens in the 
country.
In this in-wards leadership, religiosity was important through missions and spiritual 
groups of reflection but not through service as in some traditional Catholic schools. 
Only at university Charles was briefly involved in a sort of top-down service with 
some schoolmates and supported by the school. George recalls that each student had a 
spiritual director and formal spiritual groups. This wasn’t a smooth process. “They 
tried to brain wash you... almost forcing you to go to religious activities”.
Like in Benja’s case, George suggests that the strict Catholic morality seems to have 
some pragmatic limits. It seems that money was an element that could make a 
distinction in the way the school treated students, particularly in relation to the 
marriage status of the parents.
The school made the life of students who were sons of separate parents 
impossible... If they were from wealthy families, it was different... The school 
was much more flexible with students that came from a wealthy family... they 
had less restrictions. The school said ‘this guy is from the family [surname] so 
they can help us more’... Sometimes they exceeded with the amount of money
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they asked the parents to contribute with. They knew which family had more 
money in the school. They went straight to them to ask for money.
Despite its academic orientation, lack of promotion of fine arts or social engagement, 
at the end of the year the most important award was given to the most “complete” 
student. Here “all-rounded” seems to mean, unlike in Germán’s English-oriented non- 
Catholic school, to embody the religious values of the school.
Gender relations at school
The school gender regime is underpinned on the conservative ideology and practices of 
the congregation. This is expressed, for example, in the way the school is physically 
organised. The school has separated masculine and feminine branches. They are 
located in the same place and are oriented by the same pedagogical and religious 
principles, but they never interact regularly. It is as if they were two different schools.
Charles recalls that the two branches were separated by what students called calabozo 
(dungeon). “Two welded weir mesh fences separated by an empty space of 40 meters; 
there were no relations. Sometimes we mixed on the way out but nothing more”. 
However, in senior years there was a pragmatic formal activity between the branches. 
For the ruling class athletic competition they were mixed to organise the field dance of 
the supporters’ competition.
Other elements of this conservative gender regime included a late (yearl 1-12) and 
superficial sex-education. Charles describes it as “a brushstroke”, and George as 
“prohibitive” and “punitive”. George is critical of the sex-education he had at school.
They didn’t show you the reality [of sexuality]. They just showed it from the 
priest’s side [that it was] ‘don’t do it’, ‘it’s bad and dangerous’, ‘you’ve got to be 
virgin up to marriage’... I found sex-education awful... They were so strict and 
stood only for their thoughts. They were educating us as priests and not as people 
that would have a family one day.
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As it is common in Christianity (Hopman, 2004), sexuality is grounded here on an 
ideology of “guilt*’ and it is strongly linked to procreation within marriage. The 
immediate consequence was that according to George “nobody knew about 
contraceptive methods, so you ended up asking your friends”. This provoked that 
sexuality was understood as something immoral and women as an object of pleasure.
There was also an objectification of women expressed in the gender division of labour 
and in the way students related to women. According to George, in high-school there 
were fewer women because “guys could get crazy with them”. He recalls that when a 
young and pretty female teacher arrived at the school, all the students clapped outside 
the classroom. She lasted less than a year. The solution was to “hire ugly old female 
teachers”. The objectification of women is clear when Charles describes the type of 
sex-education he had.
They gathered all students in the school’s theatre and they brought a woman so 
we could ask her questions...Everything went right under the circumstances of 
how bad it might have gone.
Q. Why could it have gone wrong?
Because we were animals. We were animals nobody had ever talked with us 
[about sexuality]. Because of this distinction between men and women. Basically 
it was an all-boys school and a woman arrived to talk to us about sexuality. 
Anything could have happened. Under the circumstances it went right. But I 
don’t remember having learnt anything.
This can be described as an “intellectual striptease”. It suggests how the school 
promoted not only a naturalization of gender difference but also how men responded to 
a “deep” or “natural” uncontrollable instinct that drives them to possess women if they 
can. Clearly the conservative Catholic ideology provoked exactly the opposite effect 
on students.
In this context, Charles never developed a friend relationship with a woman at school. 
“Not friends to talk with but to carretear, to go and see them in parties”. Women were 
not seen as equals but for starting a heterosexual relation, as a couple or sexual partner. 
Charles did relate to girls from all-girls elite private schools in this way. However, it is
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not clear how successful he was. Charles states that Thursday nights, he and his friend 
used to run away from home to go to discotheques outside the upper-town where they 
met girls from less well-off classes (chapter twelve).
Slightly contradicting the school's class project, the most admired boy was not the one 
that got the best marks, but the one that was grounded on sports, carrete and had 
success with girls. Like alumni of non-Catholic schools, Charles connects this pattern 
of masculinity with a pattern in the global north. “It was like a gringa [from the US] 
movie”. Charles labels those students as the most extroverted ones and places himself 
in this group. He embodied an oppositional hegemonic form of masculinity.
On the other hand, the most marginalised boys were those more introverted or quieter. 
“Guys that were eaten by the machine”. Probably those who failed in public classes; 
those that the school itself did not consider apt to lead. However, he suggests that 
“there was not much bullying, not like the one that one sees today that is brutal”. In 
this latter example, the oppositional and the institutional hegemonic masculinities 
enmesh, establishing the proper practices and attitudes for ruling class boys.
This pattern expresses the mutual dependency between institution and people; they do 
not exist independently. At a group level, the school needed the two patterns of 
hegemonic masculinity to support its gender regime as the groups that embodied these 
patterns needed the institution to build up their identities and practices.
Labour process and class relations at work
After working as a regular equity trader, Charles is now in charge of the stock portfolio 
of the local brokerage firm. In the firm, 70 people work. Charles has no one in charge 
and he has a lot of autonomy. Over him is his boss who reports directly to the CEO.
He describes his works as mainly “sell and purchase or purchase and sell”. His routine 
is much less demanding -and probably less technical- than in Francis’s case (chapter 
three). Charles is not a manager let alone an entrepreneur or capitalist. He does what 
Salazar (2009) suggests the capitalistic class has always done in Chile, being a 
merchant: buying cheap and selling more expensive.
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He spends almost the complete day at la mesa (money table); a 20-meter-table full of 
computer screens where stocks are traded. He has 4 screens from where he monitors 
markets all around the world looking for good investment opportunities. The main 
objective of his work, as he puts it, is “to make money”. The profits that he makes are 
associated to his bonuses.
Besides purchasing and selling, Charles relates with the “sales force”, executives that 
“move money to third parties”. Early in the morning he briefly “explains to them what 
is happening and should happen with markets”. This is a top-down practice. However, 
it is not information that he has produced or analysed. He is just an intermediary that 
transmits what is provided by the department of research. He is like a pseudo organic 
intellectual in the company.
It seems that he does not want to be a great analyst or enhance his understanding of 
how markets work. In fact, he chose business administration because “it gives you a 
wide veneer of everything. It is an ocean of two centimetres of depth, but it is enough”. 
Probably it is enough for the speculative world of finance. He just wants to 
successfully navigate through the markets and to make money.
The firm has its own class division of labour and privileges, but there are no unions to 
even the table. Brokers that work at la mesa have the best labour conditions. Charles’s 
work routine is rather flexible and relaxed. He works between 9am and 4.30-5pm.
Only when he started, he worked more hours, but it was because at that time there was 
a worldwide financial crisis. This is at least 3-4 hours less than what senior managers 
interviewed work. This contrasts with the labour conditions of other workers. Charles 
states that in the back-office “it is horrible; they earn less and work much more”, and 
that in the merchant and acquisition area “they have to stay overnight”. He stresses that 
“I’m in another area, it’s another thing”. Charles states that this division of labour 
happens in “any brokerage firm” in Chile.
These differences are not only grounded on the workers’ qualifications or type of work 
done, but also in the class and gender composition of each group.
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People that work at la mesa are from a profile that is a bit higher...I think that 
with different personalities.
Charles is a friend of the other brokers, but he barely knows the sales-force. The 
majority of his friends from la mesa attended “schools that are similar to [name of his 
school], or higher [in its status]'’. Class here is more related with personality 
similarities, and with sharing a similar cultural space rather than with money or labour 
practices alone.
Gender relations at home and work
From his family background Charles learnt a model of the patriarchal family with a 
strong division of labour. His mother and two grandmothers were housewives. Like in 
William’s case, his father had a work routine that implied working in the countryside 
at least four days per week. Probably the same happened with his grandfathers who 
were also agronomists and had lands. However, the domestic work was mainly done 
by working class people.
Nobody did anything. We had two nanas, one gardener, and one window 
cleaner... for seven people.
Here we have servants and not just nanas. This arrangement reflects the life-style of 
the traditional fraction of the Chilean ruling class. A way of life inherited from the 
oligarchic period. It is much grounded on the hacienda (large self-sufficient estate) 
social relations.
With changes, Charles is producing a family in the same lines. One change is that his 
wife has a university degree and works almost full-time. Another change is that they 
don’t have live-in servants but just a nana that goes twice per week. However, his 
wife’s degree and her work are both in highly feminized areas. Also, they don’t have 
the space or the necessity of having more servants due to his life cycle. He is too 
young to consolidate that way of living, but he is on his way.
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In this context, his wife (unnamed during the interview) is in charge of the majority of 
everyday domestic work. Charles does “very little... I do the dishes, change a light 
bulb”. As we saw it is not that he doesn’t have time. He suggests that his wife likes to 
do everything and she almost doesn’t leave him anything to do.
The truth is that my wife is super matea (swot, hard-working). It isn’t because I 
don’t want to, but she is very matea. Sometimes I feel sorry because she does too 
much, but ‘what can I do?’... My wife is in charge of almost everything in the 
house. She does it almost by choice. It is incredible. She works like a china 
(Chinese female) but she likes it.
This narrative expresses how gender, class and race are enmeshed in the same practice 
of subordination. Two concepts are the key to understand this: matea and china. By 
using an academic concept to explain his wife’s double-shift, he is implying that 
domestic work is women’s obligations and that she has learnt her lesson properly. 
China, on the other hand, was the pejorative name given to rural women working as 
servants at the hacienda in the colonial time, and who generally lived with their family 
behind the patron’s (landlord) house. Nowadays, it is rarely used contemptuously in 
ruling class contexts for naming maids. It can be also used to describe a person who 
works very hard or who is enforced to work hard.
We did not learn much about the gender regime at work. However, it is possible to say 
that there are not many differences. For example, there are no women in power 
position and there isn’t any formal gender policy besides a bonus for each bom child 
and relatively flexible working-time (but it seems that not everyone gets them).
Gender, class and generation there are also enmeshed at work. The majority of the 
brokers are relatively young ruling class men while the sales force is comprised by 
mature middle class women.
The formation of masculinity in the ruling class
Charles went through an extremely conservative masculinity upbringing characterised 
by a traditional ruling class family and an old-fashioned Catholic all-boys education.
At the university he spent time with women as classmates, but after entering the labour
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market he has been surrounded mainly by men. At a first level of analysis, this could 
be seen as a picture of the formation of a hegemonic traditional masculinity with no 
possibilities of change.
It seems that he had a lonely childhood (cf. Donaldson and Poynting, 2007). His 
parents, apparently, did not spend much time with him; they were busy “in other 
things”. His mother, for instance, was extremely busy helping priests and poor people. 
Charles states that “she is a little saint”. In fact, in his house there was “not much 
discipline” and nobody “asked him anything”. Moreover, he never had any siblings or 
cousins of his same age. In this scenario, the school seems to have been a refuge.
The school provided him with a strict ideology of competitive leadership and probably 
other moral values inspired in a conservative interpretation of Catholicism. There was 
a sense of naturalization of all social divisions. The order of the things was clear. It 
must have been very seductive if you were able to successfully embody that ideology. 
Charles grew up following that without questioning.
At school he embodied one form of hegemonic masculinity. However, it wasn’t 
because he was a sports star (as Emilio, chapter seven or Germán) or an outstanding 
student (as Francis, chapter 3) but because he was good for carrete and dating with 
girls. Although he did not embody the official hegemonic masculinity of the school he 
was selected (and convinced) by the school’s principal to be interviewed. This detail 
shows how the oppositional hegemonic masculinity can be useful to the school’s 
educational project.
But even in relatively absence, Charles’s father was still influential. Probably he 
embodied a modernised version of the rural masculinity of the patron (boss) of the 
hacienda. This is clear when he speaks about the main change that marriage trigged on 
him. “Now I have to pay all the bills, I have to be in charge of the house”. He has to be 
the breadwinner while his wife is in charge of the house and also works as a school 
teacher. There is no questioning about it. It is something natural for Charles. Asked if 
he would be able to give up his career to support his wife and allow her to develop 
hers, he responded
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No, because I have more opportunities to earn more money than her, but also 
because there is a cultural issue... It is the woman who stays more at home and 
the man who goes out to work. I think that it is an agreement that has long been 
like that. One takes it as natural. The truth is that I’ve never questioned that 
before... It is instilled in my hard disc.
At the same time, other gender arrangements are not even in the horizon. Charles does 
not even consider as an alternative a coeducational school for his future children.
It could be that they learn good things [in a coeducational school] like how to 
interact with women since very little, but it is not something that unbalances the 
scales [of preferences].
Although like his friends, he does no domestic work, he suggests that the relation 
between men and women in his class milieu is equitable. Incredibly, for him gender 
inequalities are in other social classes.
In lower socioeconomic sectors the relation between men and women is abusive 
from the men’s part... You see horrible stuff on TV.
This is only possible in a context of class isolation. His relation with people from other 
class milieus has never been equal, but always with him in a power position. His 
school, university, and work friends are all from the same class milieu. All lived in the 
same part of the city and attended similar schools. He only visited downtown to go to 
some “alternative” parties. He lived until marriage with his mother. His contact with 
other social realities in everyday life is through TV only. Spiritually, it seems that he is 
still under the protection of the school’s principal that married him and asked him to do 
a favour (respond to my interview!)
In this context, his local version of hegemonic masculinity is sustained by embodying 
the competitive leadership that he learnt at school. He will never let anyone overlook 
or bypass him. This is a class characteristic in the personality of brokers that no other 
employees have.
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At la mesa you have to endure bullets. You have to be available to receive 
bullets... You need to impose yourself. You have to be a leader... You need 
opinion... self-confidence....If you buy [stocks] it is because you have a 
conviction.
This attitude is related with neoliberal discourses about efficiency and excellence. 
Although he acknowledges that the main conflict of Chile is the inequality; “rich 
people always make more money and poor people increase their salaries in 3%”. His 
solution is to apply the neoliberal formula which means meritocracy through 
education.
Improving education will create meritocracy, so people that don't come from the 
‘circle’ that is in power will be able to get to that circle.
Yes, there is still a power circle (Mills, 1956). But the Chilean circle is rather 
structured by class (PNUD, 2004; Espinoza et al., 2012). People need to come from 
within it to be part of it. That is a very radical statement of class reproduction. But also 
it suggests how the ruling class recruits the best elements from dominated classes. 
However, this scheme does not produce any structural changes. Basically it maintains 
the order. In this point his local masculinity converges with a global neoliberal project 
again. Changes can be done, but within the system and on an individual basis.
Nevertheless, there are points where this model of masculinity has fractures. In a 
context where heterosexual marriage is paramount, for instance, the silence of Charles 
parents’ separation expresses the uncomfortable limits of patriarchy. The same can be 
said about his gender arrangement. As Benja’s case study shows (chapter four), 
professional women decide when the arrangement must be changed or finished, not the 
other way around.
The extremely conservative education has also limits. Charles and his mates, for 
instance, were involved in binge drinking during weekends, sexual initiation before 
marriage, going to neighbourhoods where they weren’t supposed to go to meet girls 
they probably weren’t supposed to meet. Those practices express discomfort with the 
school and were constructed as an opposite project of masculinity, but not in
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opposition to their class. On the contrary, they are constitutive in the formation of the 
ruling class (chapter twelve).
Being outside the power circle seems to be in dangerous ground. He suggests that he 
can't go again to the discotheque he used to go downtown because “now it’s a 
madness. If you go now they eat you alive [by working class women]”. Also, social 
manifestations threat the order that protects Charles masculinity as a form of 
“anarchy”. He is unable to see the massive 2011 students’ protests as a collective 
project but he sees them as criminal acts that cost “millions in losses... These are not 
ways to dialogue”. In the end, it is a form of “dialogue” that disrupts the top-down, 
one-to-one of merchant negotiation.
At a personal level there are two evident fractures. First, his relation with women 
seems to be complex outside the breadwinner-heterosexual partner model. He has 
problems to have female friends. At university he had “difficulties to interact with 
women... I was a bit rough with them”. Although he had more girlfriends than the 
majority of the interviewees during his school times, those relationships were short. He 
only had a longer relation at university. His two school girlfriends were from elite all­
girls new Catholic movement schools. His girlfriend at university and current wife 
attended the same school that his sisters. Clearly he has problems engaging with 
women from other classes; he can be “eaten”. He replies the same model at work 
where he has never talked about personal issues with the sales-force.
A second fracture at personal level is his sociability. It seems that he is still a lonely 
man -at least in comparison with other interviewees. He still meets with a small group 
of classmates. But when he describes one of his daily routines, he spends the longest 
part alone or at impersonal gatherings. His ruling class life-style includes going to the 
club after work to play golf or to swim (no team sports precisely). When he gets home 
he reads and watches TV. Some nights he has some “social events”.
To sum up, change is a difficult enterprise in a man that is stuck to one form of 
masculinity project -a  project that has given him security and privilege. Whether or 
not this is possible, will depend on how Charles can navigate the fractures of his own 
life and current changes in power relations. It seems that he can “endure the bullets” of
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a changing society. Although he does not express much drive to succeed in the 
corporate world, I would say that he will keep the privileges going since he will rely on 
his family wealth and social contacts, he is an insider.
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Chapter Six: Oscar, “The outsider”
The interview
Oscar is in his early 40s and is now working as an external senior consultant for a 
transnational corporation. He has considerable experience as a senior executive. I 
contacted him through Pedro, a graduate from a selective public school and former 
university mate of him, whom I had previously interviewed. The interview is 
conducted in the meeting room of a house in a residential area of the upper-town that 
now has been transformed into an office. Oscar uses it as his temporary headquarters.
It is a fluid conversation. Probably because I was referred to him by one of his best 
university mates, he speaks with me as if he were speaking with a friend. Oscar is a 
good storyteller and gives accurate details in different topics. It seems that he enjoys 
the interview. He has some good laughs telling me some anecdotes. In some topics 
-discipline at home, description of classmates, bullying- he thinks for a while some of 
his responses. He finds the topic “very interesting”. However, like other senior 
managers, he is curious about “how all the silly things that I said to you can be useful 
for your research”.
Life course and family class trajectory
Oscar was bom in Chile, but before turning 1, he went to live overseas until he was 10. 
He grew up in a ruling class family with an immigrant background. His father was 
bom in a regional city and studied business administration in a selective traditional 
public university in Santiago. He has an M.A. and a Ph.D. from two prestigious 
universities in the US. He started a career as an academic in the Metropole but then 
moved to the corporate world working in international financial organisations. In 
Chile, he made a career in one of the biggest banks reaching senior positions until 
retirement. His mother attended Kate’s school (chapter eight), but she did not go to 
university, and became a housewife.
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Oscar had an international education. As his parents profess two different Christian 
religions, they reached an educational agreement: “Catholic formation, but [name of a 
country] education”, a secular education. Since he was in year 1 he attended schools 
from the national community his parents belong to. He “pseudo” learnt to speak three 
languages simultaneously, and used a European language to communicate with his two 
older sisters and grandparents. He arrived in Chile in a regional city in early primary 
school. The year after, his family moved to Santiago, where they have always lived in 
the upper-town.
Oscar attended his school from year 5 to year 12 during the 1980s. Due to his 
international upbringing and slight dyslexia, he had “linguistic problems”. He was an 
average student and not very well behaved. He suggests that as he was the youngest in 
the class he was “a bit immature.... more irresponsible... I always lived in a world of 
games”. Although he practiced several sports, he was never involved in the school’s 
sports team, “I wasn’t systematic”. But he joined different science academies.
He made it to studying civil engineering in the same traditional selective university his 
father had. After three years, he changed to business administration which seems to 
have been easier. Although it was one of the most politicized times in the recent past, 
he was not involved in politics. On the contrary, he was more focused on studies and 
on going out. He graduated in the middle of the second democratic government in the 
mid-1990s.
Although Oscar started his career in a local finance firm, he has had an ascendant 
career in three big transnational corporations in the last 15 years -owned by American, 
European and Asian capitals respectively. At the moment of the interview, Oscar was 
in a turning point in his labour career.
Oscar has been married for 6 years to a woman from his same immigrant community. 
She attended a non-elite private school from the European community, but in a 
regional town where Oscar’s father owns a summer-house. She is a professional, but 
does not work. They have a 2-year-old daughter. They own a country-club style house 
in a peripheral rural area of Santiago that has been urbanized and gentrified in the past 
decade.
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Class relations at school
Although its current shape and name has existed for 40 years only, the school was 
established in the late nineteenth century. It is part of more than twenty schools that 
this European community has in Chile. In Santiago and like other elite private schools, 
it has moved of location as the ruling class preferences of neighbourhood have 
changed. The school is currently located in the upper-town near the place where I 
interviewed Oscar.
His father is the connection with the school, probably as part of the educational 
agreement. Oscar describes the school as “putting too much emphasis in the academic 
aspect and nil emphasis in the human side”. He stresses that there was too much 
emphasis in complying with the schools norms and that every student with an “extra 
school” problem was expelled. However, he warns me that the school “has changed”.
At his time, “80% of the students were [inhabitants of European country] descendants. 
Many with one [inhabitants of European country] surname, not two [like him]”. Oscar 
states that students were “separated according to the level of [European] language”. He 
had almost all the subjects in the European language until year 11. However, it seems 
that the school was not academically demanding. Oscar states that it was all “peeled- 
potato”.
Oscar has trouble describing the students of his school. It seems that he was reluctant 
initially to expose the privileged character of the school. This is curious since it is the 
school where Monica’s father thought that the “com was stirred”, meaning socially 
diverse.
People from our profile... People that maybe have had good luck in life... All live 
with their parents, a well-constituted family that at least has the capacity to pay 
the school’s fees. So that unavoidable marks a bias... They were my friends. I 
didn’t have friends outside the school... It is very difficult to answer your 
question.
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Like Francis (chapter three) he uses me as a point of comparison to describe the class 
composition of the school. He also gives some clues about the notion of the ruling 
class grounded on the idea of the ideal family. Being a market expert, he is very naive 
in suggesting that people can do well in life by luck. We can understand this when we 
realise that the school did not provide the students the opportunity to interact with 
children of other classes. Like other interviewees, Oscar says that the education of the 
school and his family was “a bubble”. For him “politics, social classes or religion did 
not exist” at school. He discovered them at university.
Gender relations at school
The formal gender regime of the school blended some progressive with more 
conservative elements. It was fully coeducational which means that only physical 
education was done apart. Half of the teachers were women, but the principal was 
always a European man. The main division among teachers seems to have been among 
Europeans and locals. The former were mostly men and they thought of themselves as 
“lords and masters of the academy”. Chileans were considered “as B-class teachers”.
In terms of sexuality, unlike some all-girls traditional Catholic schools at that time 
(Monica), students were able to have partners and express themselves at the school. 
However, as usual, the school provided a narrow sex-education focused on biology and 
reproduction, but nothing about affections or emotions, let alone power in the 
relationship. Oscar recalls that one time they handed out condoms, but he did not dwell 
on it.
Moreover, the school was overtly homophobic. Oscar suggests that at his time “if the 
school had known about a gay student, they would have expelled him or her”. In this 
context, it is obvious that nobody spoke about homosexuality let alone students who 
probably didn’t feel comfortable with the heterosexual regime. Oscar told me the story 
of a male student who nobody knew was gay at school. He moved to another school, 
and then he went overseas where he finally came out. This was a recurrent story 
among my interviewees.
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Students who stood out in “everything” were more admired, particularly in sports. 
Athletics was the main sport promoted by the school. Oscar describes two types of 
admired students in his class, both with the best grades. First, “the typical mateo 
(swot)” that was embodied by a guy who was not “physically competent, always neat, 
that studied a lot and had the best grades”. Second “the total disaster” that was 
embodied by a guy who “promoted the chaos, who threw things, who burned stuff in 
the classroom, who was always teasing all the students”.
Oscar never hanged out with students from other of the five classes in his level.
Among 150 students, he met mainly with his 30 classmates. His class was very bad- 
behaved and so was he. He describes himself as “nothing special, as average”. Fie was 
suspended once and also was involved in bullying other students.
Bullying was directed to “intellectual or physically weak students... or to anyone that 
wasn’t like the standard... the thinnest, the easiest to abuse”. Like Charles (chapter 
five), Oscar justifies it stating that it was not that systematic like today, not that 
organised. “Something very naive... never left anyone hurt”. He even blames the 
school for having done nothing.
Students that seemed to be from another social class or that did not embody the school 
practices were marginalised.
I remember two girls and two guys from my class... The guys and one girl had to 
leave the school... They were the only ones that weren’t cut out with the same 
scissors... They were the most introverted, weird people.
In these narratives, it is clear that in this case the processes of subordination (weak 
boys) and marginalisation (not cut out with the same scissors) worked together in a 
context of relatively class homogeneity. The point of the subordination and 
marginalisation was being weird or not accomplishing the standard, but not the 
difference itself. There were other students that being different were able to 
accomplish the gender and class regimes of the school.
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In a context where carrete (drinking, partying) seems to have not been extreme like in 
other cases, Oscar states that there was a group that he calls patos malos (bad guys). 
They were the ones that did carrete more and smoked marijuana sometimes. Probably, 
they embodied more overtly an oppositional hegemonic masculinity.
They were not bullies... they did what they liked to... they expressed more their 
puberty. They didn’t have any problems with other groups because inside the 
school they behaved within the school canons.
Oscar stresses that he really liked that the school was 100% coeducational. He also 
underlines that he never had any problems with women. But he never had a girlfriend 
at school. Probably he was dealing with his language and teasing other students. He 
suggests that from year 11 he started changing and having better marks.
Labour process and class relations at work
Despite having studied the same degree in the same university, Oscar and Pedro have 
completely different labour trajectories -perhaps influenced by the fact that Pedro grew 
up in a working class family and neither attended an elite private school nor has an 
international background. While Pedro is a mid-range manager who is only now 
applying for a position of authority in the local bank where he works, Oscar’s labour 
trajectory offers an excellent panoramic of the making of a senior corporate manager in 
the transnational arena.
Oscar jumped from being market analyst to senior brand manager to senior manager of 
corporative marketing in different transnational corporations. One year after 
graduation, he started working for a local branch of a giant transnational corporation 
where he worked during two periods. After working for a year in another transnational 
corporation as a senior manager, he returned to the giant corporation. Oscar gives a 
common narrative of his labour process and the transnational corporation’s strategy for 
their managers.
You work long, long hours. You have fun. It was a group where everyone is cut 
out with the same scissors. All were business administrators from [name of the
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two oldest selective traditional universities], with a high socioeconomic profile.
It was a very small group of 60 people only. There was a very nice environment. 
The company also gives you many benefits... Christmas party, the party for the 
employees’ children, the dinner with your wife, there was glamour. But they give 
you all that because the rest of the time you work until 2-3am in the office... You 
weren’t the owner of your time... I didn’t see my wife at all... There were many 
single people that work there because they are trying to have a better future.
In this narrative, Oscar also describes the class composition among the managers in the 
corporation. “Cut out by the same scissors” means here similar educational trajectory 
along with the socioeconomic profile. He also states that basically there were no 
working hours. He worked during weekends, so he couldn't make plans. The situation 
is similar than the one described by other senior managers: Germán -who quit- and 
Francis -who feels like a “slave”.
Although he was a committed manager, Oscar was fired. He had a conflict with his 
boss, the marketing director. It was a South-American woman without business 
administration studies. He suggests that everybody had problems with her. She took 
advantage of a restructuration process of the company in the region merging to 
countries in one division. Oscar acknowledges that he didn’t do “the required level of 
networking to protect myself’.
He then applied for the technological transnational corporation where he is now 
working as a senior external consultant. He stresses that his life quality improved. He 
“only” has to work from “8.30am to 6 or 8pm”. But the main change was that he could 
“become a formally marketing manager”.
We don’t learn much about his job there, but it seems that he also has a problem with 
his boss, a South-American man. From the headquarters some “boffin” proposes the 
idea of opening a new branch in the region. The president of the corporation offered 
him the position of CEO at that branch. Oscar refused it, but he convinced the 
corporation’s president to work as an external consultant setting up the business. He is 
now doing that which implies living two weeks per month in another South-American 
country. He has been doing that for 6 months and expects to find a “good job” soon.
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Gender relations at home
Oscar’s domestic arrangement and gender ideology are conventional. Although his 
wife has a university degree, she does not work outside the house. Her only work as an 
architect was designing their house. Oscar justifies her stating that she doesn’t like her 
profession. Oscar is dependent on his wife to do his job.
My wife is in charge of the baby... I disassociate myself a bit from the daily 
chores. But I dote on my daughter... It is exhausting... With my wife we haven’t 
gone out for a while.
When his daughter was bom, he took a week off from his job. It was before the new 
parental leave bill that entitles men to 5 days off. Instead of using those days for 
staying with his daughter and helping his wife, he used them as “holidays”. It is the 
prophecy that Monica, a judge in her mid-40s, was foreseeing.
At the moment of the interview, he had more free time in comparison to what he had 
when he worked at the first transnational corporation. His great change when he 
moved to the second transnational corporation was that he was able to “arrive with day 
light at my house and be with my daughter and my wife... My wife is the most grateful 
that I’ve moved”.
Oscar and his wife have a live-out nana twice per week who does the bulk of the 
domestic work. She does the ironing, the toilets and the cleaning. Oscar contributes to 
the house in classical masculinised activities.
I do things at home. I fix some stuff. I do installations of everything. I fix 
whatever needs to be fixed. I also do the garden. You can imagine that here in 
this empty land there is a lot to do.
This is a change in relations to his childhood in Chile where he “always had a live-in 
nana who did the hardest things” and he and his siblings “set and cleared the table for 
education”. This contrasts with their life overseas where his mother was solely in 
charge of the house.
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However, Oscar is not a hands-on father or an involved husband. One hypothesis could 
be that he doesn’t have time. An alternative hypothesis could be that his practices are 
underpinned by a binary gender ideology where men are in a privileged position.
I wouldn’t have liked to be a woman... because of menstruation, hormonal ups- 
and-downs. They are physically more abused than men... in the labour market 
they are still more discriminated... Women earn less money not because they are 
less competent, but because they are less at work on average... women miss work 
all the time [because of the maternal leave]. I prefer not to hire women.
The formation of masculinity in the ruling class
Oscar had a conventional masculinized upbringing with some elements of change. At 
home he encountered a conventional gender and class division of labour and emotions 
where his father was his main influence. He attended a coeducational school that was 
very strict and had a traditional gender regime. He went to a male-dominated Faculty 
but completed a degree that is now more gender-balanced. He has worked mainly in an 
area of management where women have been accessing recently. Unlike other 
interviewees, his upbringing included an international life trajectory. This has brought 
about some conflicts in his life.
At school he had linguistic problems due to the fact that he learnt a foreign language 
before Spanish. This impacted on his academic performance, but also it seems to have 
impacted on his behavior and social engagement. Although Oscar states that he 
“wasn’t a problem boy”, he seems to have been a bully, even if he stresses that it was 
soft or unsystematic. This oppositional behavior was also practiced outside the school. 
For instance, with the chemistry knowledge from extra-curriculum activities he learnt 
how to make explosives.
When we weren’t studying, we did a lot of silly things. I spent two years of my 
life playing with gunpowder, burning things. Destroying, destroying, destroying 
whatever you could bum and destroy.... Everywhere we played to break and
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blow stuff. I enjoyed making gunpowder. I liked to prepare different 
combinations of gunpowder.
This illustrated not only the privileged context where he was growing up -making 
gunpowder in the middle of a repressive dictatorship is something very dangerous- but 
it could also express a sort of protest and lack of social integration. He never got 
involved in sports or the student union let alone in politics. In fact, Oscar only named 
one school mate after graduation. He is a man of “few friends, but close ones”. This 
can be related to the fact that he describes himself as a “self-sufficient person”. 
Currently, his friends are from the university and the colonia (expatriate community).
This lack of integration was more evident in his first formal job. Oscar entered a 
stockbroker company as a market analyst. His main responsibility was to assess 
“second order, small companies” for an investment fund. After a year he quit because 
it was a “non-professional environment”. He realized that he would never be able to 
develop himself professionally.
The Chilean financial environment is super closed... It has been changing, but 
I’m an outsider. I’m a person who doesn’t belong to the Chilean society... People 
see me as the imported one, like the gringo, like the [inhabitant of a European 
country].... They don’t see me as an equal... I believe that the financial world 
here, the elite world... they are all from the traditional Chilean aristocracy in 
some way. So, if your surname is not [name of Basque-Castilian surnames] you 
are not part of that group. If your grandma doesn’t have tea with the grandma of 
... in the country side or in [name of an exclusive beach resort where Benja used 
to spend the summers] you are not part of that group... They make the decisions 
and manage all the information socially. So, they asked you for an evaluation [of 
a company] and you presented a report and they told you: ‘Oh, yes. It is fine, but 
yesterday I met this guy playing golf and he told me that they weren’t selling that 
part of the business’.... I encountered a world where I didn’t belong. I hate it.
The narrative reflects how Oscar equates the ruling class with “the society” and his 
anxiety for belonging to it. Although he describes himself as “100% Chilean” he 
doesn’t belong to the traditional fraction of the ruling class. It also describes the
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closeness of the Chilean traditional ruling class. As Oscar states, it is changing, but it 
remains sort of insulated at the top (Torche, 2005; Espinoza et al., 2012). Probably this 
is why he feels more comfortable in transnational corporations.
The main family and personal strategy for moving up has been rationalism. His father 
seems to have been the main promoter of this strategy not only by his personal 
educational trajectory but also in the way he disciplined his children. Although Oscar 
states that he was his father’s spoiled one, and did many activities together -like 
playing tennis or talking- the close relation was always in a father-and-son terms and 
“not like friends... He has never been my confident... he never had empathy with me”.
Like Francis’s father (chapter three), Oscar’s father exerted his authority 
psychologically. His father could show deception by not speaking to him. Oscar felt 
the pressure to get good marks for his father. “He gave me positive incentives... Pocket 
money was 'adjusted’ by grades... There was a scale”. Probably this pressure made 
him choose the university degree using a rationalistic logic.
My vocation was science or biology, medicine for instance. But for me, it was 
unreal to study medicine because of my grades... But the most logic option from 
the point of view of employability predominated... studying something that 
allows you to have a good job afterwards... With science you don’t know what is 
going to happen afterwards.
It seems that Oscar has been struggling for hoarding and exerting power during his life. 
His group of university mates was self-called G9 not only because they were 9 friends, 
but perhaps in reference to the group of more industrialised counties. He also has had 
labour conflicts in all his workplaces. At the stockbroker company he didn't want to be 
“used” and he realised that he would not be able to progress. At the two transnational 
corporations he had problems of authority with his bosses.
His relation with women has followed similar lines. At home he learnt that women 
were in charge of the domestic chores and emotions. The relation with his mother was 
completely different than the one with his father who was concerned with “morals and 
ethic... about principles that you don’t question, and more relaxed forms”.
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Obviously the mother is the one who educates, the one who is at home, with 
whom you have the everyday interaction. She was the one that was always 
telling you to pick up your clothes, tidy-up your bedroom, eat your food, do your 
homework... I had a daily fight with her... but it was superficial... She was the 
one who protected me. The good mother.
This is why when he has encountered with women who didn't embody this ideal, he 
has had conflicts. One of his sisters was an outstanding student who got the first place 
at school and entered in first place to business administration. “I was struggling against 
a very high standard”. He had lots of fights with her during his childhood. At that time 
she was taller than him, so he got “desperate and I started punching her”. At work he 
had a similar conflict with his female boss. He blames her because she was managing 
like a man, but he explains it using a sexist language.
She was the stereotype of [inhabitant South-American country] woman... who 
has to demonstrate to the world how competent she is; particularly because she 
was a pianist. Afterwards, she did a post-certificate in marketing only. So she 
had an inferiority complex and demonstrates what she is worth putting her feet 
over you.
Oscar’s search for integration and power is also expressed in his emotional relations. 
He didn’t have girlfriends until he was at university. He learnt about sexuality “from 
life”, but he would have loved that someone had taught him. However, he learnt that 
there were different types of women and that not all of them would suit his class 
project. Oscar provides a detailed narrative about chanear (going out with women 
from lower classes) (chapter twelve). When he was at university, he started going out 
with a girl he met in a discotheque in a working class area and that was still at school.
We dated for two years, but not formally... Because of the entire background 
situation I was a bit embarrassed to bring her to my house... I was afraid of what 
people would say... I knew that this girl wasn’t for me, but I was having a good 
time... I said to me [when he ended with her] ‘my parents won’t agree’. I was 
afraid of disappointing my parents. ‘This is not the girl that we thought for our
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son’ [he thought his parent would say].... I went out with this woman and my 
parents saw her a couple of times, but it was never ‘dad, mom: this is my 
girlfriend’.
It seems that his parents embodied the ruling class in regards of who an acceptable 
woman is. Although she was an important woman in his life, he didn’t dare to 
formalise. They are now friends and even his wife knows her. But “my wife doesn’t 
know everything that is behind". This also reflects that he probably had problems 
dating girls “like him”.
Girls there [in the working class discotheque] were easier. They talked to you 
more, were more interested in you. We arrived by car. We were the cool guys of 
the discotheque... We felt the best in that environment.
Finally, although he had known his wife for more than 16 years, he only dared to invite 
her out in a moment of personal and family crisis. “I called her one day and I told her 
‘my dad has just retired, I was fired, and I just broke up, do you want to go out?’ We 
dated for two years and we married afterwards”. Interestingly, it is the same time when 
he left his parents’ house and started living alone.
Summarizing, I think that Oscar embodies a conventional hegemonic masculinity 
despite his international upbringing and transnational work. His main conflict is being 
an outsider of what he calls “the Chilean traditional society”. At a first level, that he 
had rejected being the local CEO in another South-American country could be seen as 
if he were privileging his family over his career. This is true. They were planning to 
have another baby and probably the work would have been extremely demanding. But 
it is true only in part. He was also rejecting the position as “the last solution” to the 
conflict he had with his boss. Moreover, like Mike, Oscar was looking down the 
destination. It seems to me that Oscar will continue trying to get to the top of a 
transnational corporation, probably in another area, but he will not make a radical 
change in his gender practices.
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Chapter Seven: Emilio, “Being a professional, ensuring a future”
The interview
Emilio is in his early 30s at the moment of the interview. He is a middle-range 
manager with an ascendant career in a transnational corporation. The life-history was 
conducted in two sessions during his lunch time in a cafe near his office. Emilio is very 
friendly and has a good sense of humour. The interview went well without moments of 
tensions or defensiveness. He provided good details about every topic, though in a very 
rational way. Like Pedro, he is very gentlemanly, but more relaxed. Perhaps, the fact 
that Emilio has more international experience gave him more self-confidence. He put 
me in contact with his best friend and former classmate (Enzo), whom I interviewed a 
couple of months later.
Life course and family class trajectory
Emilio was bom in a middle class family in Santiago that has gone through different 
economic situations. His father has transited between being a small entrepreneur to an 
employee in the private sector with different degrees of command. He attended a 
public university, but he quit after completing the degree. His mother has always had a 
hairdressing salon. Until Emilio was 5, they lived in a flat in the western part of the 
city and then his parents bought a house in a traditional middle class area in the 
southern fringe of upper-town. Partly, his family’s economic situation determined 
Emilio’s educational trajectory.
Although both of my parents worked, the economic situation at home can be 
classified as middle class. So, perhaps paying a private school was too expensive 
for them. And they sought an alternative... the best quality among public schools.
Emilio went to the same all-boys selective public school, PK-year 12. He made good 
friends there and refused being changed to a private school when the family’s 
economic situation improved. Although he said he behaved naughtily, he got the first
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place in year 12. According to Enzo, a graphic designer who works as a mid-range 
manager for a smaller transnational company, at school, Emilio was respected since he 
was an extremely good soccer player. Boosted by his father, during his childhood he 
developed an interest in sports, particularly in soccer. He even played in the junior 
divisions of two professional teams. He almost went professional, but he preferred to 
enter the university.
He did very well in the university admission tests and he was accepted in the degree at 
the traditional selective university he wanted (Francis’) -but not well enough to get a 
scholarship. It was the time of the Asian crisis and his father had just gone bankrupt. 
Emilio had to accept an offer of scholarship from a less prestigious private university. 
He started studying informatics engineering but then he changed to business 
administration. Like the majority of the interviewees, at university he did not get 
involved in politics, but played for the university soccer team.
Unlike the majority of the interviewees, Emilio started working part-time at the end of 
the university in the same company where he is working now. In the past 6 years, he 
has had an ascendant career. This has included an MBA in Europe (with a few months 
in Asia). At the moment of the interview, he was product manager in the division of 
market’s developments and was applying for a promotion.
Emilio has been “happily” married for two years to an alumnus of an all-girls elite 
private school. She is a professional who has two small businesses that she runs from 
their house. They have a three-month baby. They live in an apartment in the upper- 
town well located to use public transportation. Emilio has never been into partying or 
booze drinking and he still plays soccer with his university mates. He has a younger 
sister and he has always been close to his cousins and grandparents.
Class relations at school
Emilio’s school was established in the early twentieth century as an all-boys school. 
After the municipalisation process in the early 1980s, it started catering more middle 
and working classes students. However, it is still a very prestigious school. 
Academically, it is among the best public schools in the country. Also, it was one of
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the most active schools in the 2011 students’ movement. Like Pedro’s and Tom’s 
school, it is part of the group of municipal schools known as “emblematics”. Unlike 
them, it is located in the upper-town.
Emilio’s family had no previous relationship with the school when he was enrolled. 
However, all his family members attended selective public schools, except his mother 
who attended a “small school'’ in a regional town. The selection of the schools for their 
children seems to have been an important issue for his parents.
The school shares some similarities with Pedro’s (where Emilio’s father studied). It is 
a very big school. “From A to J each level, 40 students per class”. Also, it was 
academically demanding. Emilio blames his school for not getting the scholarship in 
the traditional selective university of his choice because he suggests that in his school 
it was harder to get good grades in comparison with other schools.
Furthermore, the intake was also very “heterogeneous in terms of social level”. Like in 
Pedro’s case, the idea of diversity here is class based. Emilio had classmates from all 
over Santiago.
In the school I had friends with an excellent economic situation and others who 
had economic problems at home, who even stayed at school to have lunch.
Q. Did you stay at school for lunch?
Sometimes, but not always. I never had issues with that. I never saw issues of 
classism within the school. There was good co-existence among the students.
Enzo, the son of a truck driver and a surgeon’s assistant, argues that the social 
heterogeneity of the students did lead to discrimination. He was teased because of the 
council where he lived -in the western side of Santiago-, and because his house was 
small. “It was cruel...but that ended in year 7 more or less”.
Among the differences we find with Pedro’s school, one is that Emilio’s was a 
“complete” school; starting in PK and not in year 7. This avoids that students go 
through a selective process though that is what they have to do if they want to enter
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after PK. Second, there was not that much academic competition among students. 
Emilio suggested that that competence was reduced to a “small group of students”.
Emilio’s school had points of similarity and difference with elite private schools too. 
The main similarities were that it was a big and complete school, that the discipline 
code was strict particularly the dress code and punctuality. Also, the school had some 
English classes but it wasn’t bilingual. The school also had a scout group and a student 
union. Also, there were different artistic theatre and music groups.
Among the differences with elite private schools, we find that it didn’t have good 
sports facilities and that sports teams were not competitive. “We only had two hours of 
sports each week which is very insufficient”. However, Enzo stated that they were 
“crazy about soccer”. They played hooky and went to play soccer in public parks near 
the school or near Enzo’s house -that was the headquarters of students who played 
hooky because both his parents worked. Also, they met every Saturday to play soccer 
in the public fields of the National Stadium.
Other differences include that the school also didn’t have green areas or that it had 
optional classes of Catholicism (like non-Catholics elite private schools). Furthermore, 
there were no annual school awards, but they had small ceremonies per class. In these 
issues the school was also similar to Pedro’s. Finally, there was no service.
Emilio did not participate in any of the “extra-curricular” activities that the school 
offered. Although his friends were from the school, it seems that his life occurred 
outside it. He was member of a scout group from another school. He sometimes 
participated in the baby-football school’s team but most of the times he trained with 
the junior division of the professional team “four or five times per week and played 
during weekends”. He was not interested in politics and accordingly he did not 
participate in the student union.
He suggests that the school was “politically neutral” and he did not remember that 
students talked about politics at school. However, he remembers that some of the 
students’ union members were members of political parties. Moreover, his school was 
a piece of land in dispute politically. During the end of the dictatorship, and when he
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was in primary education, he recalled that a group of university students tried to 
occupy the school and that senior students had to defend it.
Gender relations at school
Unlike elite private all-boys schools, the principal was a woman at Emilio’s school. 
Probably she was appointed by the mayor of the council that was put in that position 
by the dictatorship. She remained in that position when Emilio was in secondary 
school during the first democratic government. Emilio also states that there were 
female teachers in different subjects and in different levels.
Despite these changes in the power structure and division of labour in comparison with 
other schools, like in Francis’s narrative, the fact that the school was single-sex had an 
impact on students’ lives.
It is something that hits you very strongly in relation to the personality that you 
are forming. Particularly for someone that was there from PK to year 12.1 don’t 
think that it was a good system.
Q. Why?
Because life is not like that; it is not only men or women. After school you go to 
the university or to work and you have to share with women all day... That 
system damages a bit your capacities to work with women... It makes you a bit 
more machista. It is more difficult to share with women because you aren’t used 
to it.
No policy can be more powerful than this. But it also produces ambivalence.
Since you are a child everybody tells you that you must not beat women, that you 
must take care of women because they are weaker, that you have to respect 
women. I notice the differences when I relate with women in comparison with 
friends that studied in fully coeducational schools. They treat women like equals, 
and I am more formal and respectful.
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Emilio argues he learnt how to relate with women because of his sister and “many 
female friends” that he has always had. In this point, class and gender relation are 
enmeshed. He states that the students from his school used to hang out mainly with 
girls that attended all-girls selective public schools that were located nearby (his 
sister’s school). In this process the students union of the schools were very active 
organising parties and activities together.
However, Emilio never had a long relationship when he was at school. He had 
girlfriends for short periods of time. He states that it was because he did not go out too 
much to parties since he had to train. So, “girls got bored very quickly with me or I got 
bored with them”. Being a successful sportsman did not warranty him success among 
women. But also, it seems that like Germán, he was not much interested.
The most admired students were those who were more into sports (soccer, basketball), 
had success with women, went out to parties, and did not have the best grades. In this 
context, he identifies three groups of students. The nerds who did not embody any of 
the admired characteristics. The grunge students who were into grunge music and were 
more into carretes (drinking and smoking pot). This was a marginal group. Finally, the 
group that he calls naughty or messy students. Although Emilio states that he had 
friends in all these groups, he identified himself more as a naughty student. His parents 
were often called to the inspector’s (Dean of discipline) office.
Emilio then was in an ambiguous position in the students’ hierarchy. He was a talented 
soccer player, but he did not embody the other elements of the hegemonic version of 
masculinity at the school. He embodied neither the official version (participating in the 
school activities) nor the oppositional (being into parties, girls and music). Emilio 
suggests that carrete was not a serious issue at that time as he sees it is nowadays 
where students smoke outside schools or engage in binge drinking. Nevertheless, Enzo 
gives a complete different narrative stating that they did practice binge drinking very 
often. “We were very naughty... We always drank to get wasted... you became more 
canchero (being more self-confident with women)”.
Although Emilio suggests that there was no discrimination at school “or what now is 
known as bullying”, there were students that were teased constantly because they were
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different. As in other interviews with alumni of all-boys schools, differences among 
students were mainly arranged fighting. Students even had a special place for fights.
In an all-boys school you see a lot of fights... If you couldn’t fight in the school, 
and you wanted to fight, you agreed to fight outside the school in the “coliseum'’. 
Q. Did you fight there?
Yes, a couple of times 
Q. And what happened in the “coliseum ’’?
It was a fight with bare hands, no weapons or anything else. And the word was 
always spread and many people gathered... It never went to something serious. It 
was a couple of punches and afterwards you could be friends again. In this sense, 
men are less resentful than women.
But it seems that not all students dared to go to the “coliseum”. Students who were the 
target of jokes and teased for being fatty or effeminate, preferred silence. The issue 
about potential gay students, for instance, was silenced and the situation made 
invisible.
I had a classmate everyone thought was gay, but we never asked him, we never 
really knew, but he was never excluded. There was another one who is famous 
now and appears on TV that was teased and students called him names... The 
only classmate we thought was gay was a friend of everyone, so in the end it 
didn’t matter if he was or not, we never asked.
Probably, if he was, he would never have dared to tell the other students. Along with 
the machista gender regime, the school never provided the spaces to talk about 
sexuality and affection systematically and in depth. Like all other interviewees, Emilio 
stated that sex-education was very “superficial". It was focused on biology and 
reproduction and lasted a couple of classes only. The issue of potential gay students 
was never raised. The school gender regime clearly promoted a heterosexual pattern of 
sexuality.
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Labour process
Emilio started working in the transnational corporation as a shop assistant in the early 
2000s. After graduation he got a “professional'’ job that was paid “according to [his] 
university degree”. He has always promoted “improving [his] positions and with better 
salaries, obviously [he remarks]”. After completing the international MBA, he moved 
to a key area for neoliberalism: marketing. His experience in the corporation includes 
negotiation and project evaluations, commercial planning, and elaboration of sales 
strategies.
Currently, he is product manager. His main responsibility is “the optimization of 
customers [that is] to design strategies to optimise and keep an up-to-date offer to the 
clients”. He works in a team of five professionals. There is no hierarchy in the team 
-all report to a deputy VP who reports to a VP who reports to a manager director.
He works almost 10 hours a day depending on the load of work. Emilio has different 
demands and has to fulfil monthly objectives. He works with different areas within the 
company. These areas include business and commerce intelligence units! He manages 
this by “organising his day” according to different “deliverables”. It seems he works 
under a “project logic”; the key element is “coordination”.
At least I have a couple of coordination meetings per day... there are too many 
people that work in related areas so it is very easy that each one starts rowing to 
their own side. So coordination is very required.
Interestingly, through coordination they are trying to work as a unit instead of as a 
“fractal organisation” (Connell, 2009a). The unit of work is also given by the “chain of 
command” in the company. The corporate power is concentrated at the directors’ level 
and the CEO who traces the company’s objectives -probably in relation to the global 
strategy of the company. However, Emilio states that he has a level of autonomy and 
power for making decisions within that “chain of command”. The company divides the 
employees in three levels: directive, professional and non-professional. For instance, 
professionals are used to designing the strategy in relation to the objectives traced by 
the directors, and then they “descend to the sales force to execute that strategy”.
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Gender relations at home and work
Emilio has built a family that in some aspects is similar to his own family, but in others 
is different. Like his mother, his wife works independently. However, his wife is 
university educated. Furthermore, he is one of the few interviewees who has no nana 
to do the domestic work. This is even different from his childhood.
He states that he “shares” the domestic work and the child care with his wife.
Q. So, what do you do?
I do the toilets, vacuum the flat, we take turns.
Q. Do you change the nappies or prepare food?
Of course, I love to change the nappies to my little baby and be as close to her as 
I can. I mean, I arrive home in the evening and I do everything. I take a load off 
[wife’s name]. For me it is not a load but a joy to be able to be with my daughter 
and change the nappies and play with her all the time.
Emilio is an involved father and has a democratic attitude towards domestic work. 
However, it does not seem as an equitable arrangement. In fact, his wife is the one who 
has the largest “load” of domestic work and child care. “She works from the house, so 
she can also look after our little baby”. Like other managers, Emilio’s long hours at 
work make it impossible for him to be present at home during most of the weekdays. 
Moreover, although both work, he is the main breadwinner. He even supports his 
wife’s business not only with his marketing knowledge, but also economically. Finally, 
while Emilio works in a masculinised area (management) his wife’s businesses are 
highly feminised (design of babies’ clothes and professional makeup artist).
This situation expresses the difficulties of changing the gender order at family level, 
but also how this change is a process where the transition combines traditional 
elements (women’s double shift) with the making of something new (involved 
fathering).
At work the situation is similar. Although in the directorate there is only one woman 
and that the majority of the VPs are men, he suggests that “it is a specific situation
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because there have been moments when there were more women as managers... today 
it is much more equitable”. In fact, Emilio’s boss is a woman. Also, the company’s 
regulation states that gender differences in remunerations are not allowed between 
people in similar positions.
The company seems to be a parent-friendly company. Recently, it was selected the best 
company to work for fathers and mothers in the country by an international agency 
ranking. Although it is not a formal gender policy, the company has day care centres, 
flexible working hours, special permits for parents, day off for their children’s 
birthdays, bonus per child, educational scholarships and recreational activities for 
employees’ children.
This is the friendly face of transnational corporations. It is a progress in terms of 
working conditions, but a closer analysis of working dynamics is needed to know until 
what extend that policy is a strategy for gender equity or for raising the company’s 
productivity.
The formation of masculinity in the middle class
Emilio grew up in a typical Chilean middle class family that combined conventional 
and progressive gender arrangements. He learnt that women were able to work outside 
home full-time or even to be in charge of their own business. Also, sexuality was not a 
taboo -his parents talked with him in different moments of his life and they never tried 
to instil that he had to “arrive virgin to marriage”. However, he also learnt that there 
were activities for men and others for women. His father was a sort of “superhero, and 
example” for him. They used to do “boys’ stuff’ together -particularly sports- “things 
that I did not do with my mother”. With his mother there were no games or activities 
outside the house.
[She was] the mother who looks after you, who takes your breakfast to your bed, 
who looks after you when you are sick.
Like Oscar, Emilio had a “good childhood” where he had a good relationship with his 
parents. The discipline was not “very strict” and he was never physically punished. He
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lived until he got married with his parents and his younger sister. However, his parents 
were separated for a few years. Although he did not speak about this, it seems that it 
had an important emotional influence in his personality.
I considered myself very mature before entering the university... I told you that 
my parents were separated for a while when I was a child. These are things that 
mark you... I was always very well-balanced, probably because I was the oldest 
brother.
This situation mixed with what he learnt at school and the emotional division of labour 
at home made him think that as a man he had to protect women. This is evident in 
relation to his younger sister.
My obligation was to look after and defend her. More than once I got into a fight 
to defend her.
Q. Defend her from whom?
For example, at the end of the school year, students used to throw eggs and water 
bombs. So, I didn’t allow that people threw water bombs or eggs to her... I was 
always very close to her. We have only one year of difference. We grew up 
together and we were and we are friends.
Emilio is not only expressing how he learnt to embody a proper masculinity as the 
“oldest brother” but also that how to “treat” women goes beyond the influence of the 
all-boys school. He has learnt how to be a gentleman.
In Emilio’s life there are number of ways in which masculinity and class are enmeshed 
in the process of constructing ruling class masculinity from below. Probably the most 
important one is the relevance that he gives to educational credentials and a 
professional career. This is clear when examining his relation to soccer. Although 
Emilio was a talented soccer player, he turned down a career as a professional player 
when he was in year 12.
Soccer is complicated. Success doesn’t depend on you only. You depend on the 
coach, the team. It isn’t an individual sport where you can stand out alone if you
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are talented. And the cultural level is very low. And when I say this, I’m 
including the coaches... There is even a degree of discrimination to people that 
have a level of education a bit higher [like him]... The environment is pretty 
bad... Despite what many people think, the great majority of soccer players 
don’t have a good economic situation... So it didn't make sense to continue.
There are different elements in his narrative. He had a sort of “sports pragmatism” that 
he was not that talented, so he would not succeed. Moreover, the class context of the 
Chilean professional soccer world -labelled as “cultural level”- was too low, that it 
was not in line with the idea of a gentleman. The sport career was the “small potato” 
for him (Messner, 1992). Emilio thus chose to go to university. He got a degree that is 
one of the main doors to the corporate fraction of the ruling class. He never thought of 
quitting.
My objective has always been to ensure my condition of professional... to ensure 
a stable future.
Ensuring his “professional” condition will allow him not only to do something that his 
father couldn’t, but also to achieve up-ward mobility. It will open the doors to very 
well remunerated jobs. In a nutshell, the richest 10% of the population. This idea is 
also present in Pedro -alumnus of another selective public school who grew up in a 
lower-middle class family- who “always wanted to be a professional of suit and tie”.
So far, Emilio has built a masculinity grounded on rationality, analytical skill and local 
knowledge. He has managed to progress in the company and “consolidated his 
experience in team leadership'’. He knows his limitations and wants to overcome them.
Unlike Pedro, Emilio has initiative and the drive to improve his economic and social 
position. And he knows how to do it. A key element in his promotion, for instance, 
was that he took advantage of an internal training and in parallel to his regular duties, 
he was the leader of a successful project to improve some management processes to 
reduce costs. Like senior managers, he wants to be independent and have his own 
company in the near future, something that can produce “sustainable development” not 
just profits.
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However, educational credentials alone are not enough to accomplish his project. 
Within that 10%, there is a “geopolitics of credentials'’ both locally and global. Emilo 
remarks that his parents chose “the best public school”. He also stresses that despite 
not going to a traditional selective university, he attended “the best [private university] 
at that time”. Emilio applies the same rationality globally.
Although he did an MBA in Spain, he is now planning to do another MBA but this 
time in a well-known university in the US -“the first world power... It has always been 
my wish to live in the US”. He is even prepared to fall into debt if he can’t get a 
scholarship. He knows that this will allow him a better position in the corporate world.
It improves your salary expectations... Particularly in Chile that is a country that 
values everything that is foreigner. I think that sometimes it is exaggerated how a 
person who has studied overseas is better paid and offered better opportunities 
than someone who doesn’t have that experience.
A similar situation can be seen in his intimate life and network relationships. Like all 
interviewees, Emilio hung out with girls from similar schools than his. However, like 
Pedro, he married an alumnus of an all-girls traditional Catholic elite private school.
He met her in the wedding of one of his cousins who was a graduate from Oscar’s 
school (chapter six). It was his first long standing relationship.
Moreover, like Pedro, he will enrol his children not in his own school or another 
selective public one, but in an elite private school if he has the “economic situation... 
they are very expensive schools”. Actually, he will seek for a completely different 
school to his own: “bilingual... with small courses and coeducational”. However, what 
is at stake is its social character. He wants a different experience for his children.
The school determines your future life in a way... Your long lasting friends are 
from school... its network then helps you find a job.
Q. Has your school’s network been helpful to you?
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No. That is why I think that when you attend a school where you pay, with more 
well-off families, obviously then those sons of businessmen help you move and 
get into those companies in an easier way.
Although the narrative expresses a bit of idealism about networks, it seems that there is 
a class anxiety that is different from the one from alumni of elite private schools 
(Benja, chapter four). His gender ideology is also nuanced by his class aspiration and 
masculinity ideals. Although Emilio is very aware of the inequalities in the country 
and the concentration of power, he thinks that gender arrangement varies according to 
class position. He sees “two Chiles”.
One that lacks education and lives under poverty and another that is very well 
educated and that is as modem or even more modern than some European 
countries.. .The gap between them is huge... I think that women’s opportunities 
are bigger in the educated world. In the other world, the woman has to look after 
the children, is in charge of the house and the husband often spends all the 
money in other things and not in the house. Women from lower socioeconomic 
levels suffer a lot for being housewives and also for having to work.
Like other interviewees, Emilio puts in a negative perspective working class gender 
arrangement that at some point is similar to his own. He criticizes working class men 
for not accomplishing his interpretation of masculinity as breadwinners. In short, his 
gender ideology is based on sex and class differences. This ideology seems to reinforce 
his own practices. Again, education and rationality make a difference for him.
Emilio, then, embodies two types of masculinities’ transitions. He aspires to embody a 
conventional form of ruling class masculinity (a gentleman) with a global flavor 
(corporate manager) but at the same time he also aspires to embody a more progressive 
one (involved father). It is not that one overcomes the other, but that in the 
contradictory process of masculinity construction these masculinities arise in different 
moments of his life depending on the institutional context. They work together and 
apart to ensure his future.
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Chapter Eight: Kate, “A rat’s head rather than a lion’s tail”
The interview
Kate is in her late 30s and works as extension director in a new non-selective private 
university. She is the second of three workmates of the same Faculty that I 
interviewed. I met Kate in her small no-window office at the university that is located 
in one of the wealthiest areas of the upper-town. She was extremely kind and spoke 
openly giving details of every topic -including private life and emotions. When asked 
if she had something more to add at the end of the interview, she told me “No, I think 
that I’ve been very transparent”. She was very helpful in the recruitment process. She 
put me in contact with six men, though only three accepted to be interviewed: her 
current husband (William), one of her nephews, and one of her work colleagues.
Life course and family class trajectory
Kate grew up in a “traditional” and “classic” right-wing and very Catholic ruling class 
family that was linked to the agricultural sector until the land expropriation process in 
the early 1970s. After she was bom, her family went through an economic crisis that 
lasted until recently. Her father has always worked as an independent lawyer who 
seems to have struggled to maintain his ruling class life style.
Kate is the youngest of five siblings with a large age gap with the older ones. The 
father was the dominant presence in the family, “an authoritative and rather absent 
figure”. Her mother was clearly overshadowed by him. Kate, thus, was brought up in a 
classic patriarchal family.
Like her parents and siblings, she was sent to a single-sex traditional Catholic school in 
the upper town. Although Kate was an excellent student who wasn’t involved in any 
conflicts, she has an ambivalent relation with the school. While she states that she had 
a “good experience”, and she is “very grateful for having studied there”, she was only
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able to make “a few close friends”, and retrospectively she doesn’t have good 
memories of the authoritative nuns.
After graduation, Kate could not make it to a traditional selective university. It was a 
family drama. She enrolled in a new non-selective private university (at that time) and 
studied journalism. At the university, “a world opened up to me”. She had fun, studied 
what she wanted, and made a lot of friends. She also met her first husband while he 
was lecturing her. After graduating as a journalist, she got married and went to live to 
Europe where her husband completed a Ph.D. She had a “bad time alone”. When they 
got back, she got a job and they had a baby who was bom with health problems.
They broke up when her son was around one year old and her life went into a crisis. 
This was another family drama. However, she met William at her former job and they 
got married by the civil law. It was considered almost a sin by her family not because 
they were relatives —her father is cousin of his grandfather- but because she was still 
married by the Catholic Church. Only her mother went to the ceremony -reluctantly. 
Even his older brother forbade his children to go. Only when she got the canonical 
nullity signed by the Pope himself, her father spoke to her again. It was the early 
2000s.
With William, a senior manager in a tertiary education institution, they have three 
more children now (the younger age 3). They own a house in a wealthy area of the 
upper-town near their children’s school. She is proud about it. She has been working 
part-time in the private university for eight years and doesn’t have plans to move from 
it.
Class relations at school
Kate studied in a “traditional school” established by American nuns in the 1940s. She 
followed a family tradition -her mother and older sisters are alumnae as well as her 
nieces. Kate attended the school during the dictatorship, graduating in the late 1980s. 
Kate says that people are used to thinking that it is a school “of nuns, and cuica 
students”, but she thinks this perception is incorrect. She describes the students’ 
composition as “socially mixed” because the school offered scholarships to the
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daughters of teachers and general staff. However, the school catered mainly girls from 
“classic traditional families”, like hers.
When asked about the main groups among students, her answer describes three groups 
according to their social class, giving a sensation of heterogeneity.
There was the group of cuicas (posh and upper-class)... they were the typical 
girls with [traditional] surnames, with houses in [name of an exclusive beach- 
town, cf. Benja and Oscar], with a big house in [name of the neighbourhood 
where Kate lives now]. After, there was the group that I considered my equals. 
More middle class with working fathers, with normal cars and not the huge 
meche [Mercedes Benz], Finally, there was a [smaller] group from a lower 
socioeconomic group.
In this narrative, Kate wonderfully describes the imaginary of the Chilean class 
structure and places her in the middle though her life is completely different to 
Emilio’s (chapter seven). She also describes a school hierarchy grounded on wealth. 
This hierarchy goes behind students, but also includes teachers who were from a 
different class milieu.
However, there was no social integration -there was distinction between “them” and 
“us”, between fully-paid students and (the few) scholarship holders. This was an 
“unconscious” process of marginalisation. The few girls from the working class 
“obviously got together among them”. This process was embodied by one of the 
school teacher’s daughter.
Her mother told us ‘my daughter never felt welcomed by you girls’. For us, it 
was like plop [surprise]... We never realized that. Perhaps we marginalised her, 
but it was very unconscious.
This “diversity without diversity” was also seen politically and in service. Politically, 
“it was a very right-wing school”. This included having daughters of civil ministers of 
the dictatorship as classmates. The diversity was given because Kate “had a classmate 
who was from a family that supported the Christian Democratic party” [in Chile it is a
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centre party]. Her classmate “was the black sheep [in the school]”. However, neither 
the nuns nor the teachers were involved in or promoted politics.
Barbara, a slightly younger graduate whose mother and grandmother also studied 
there, says that the school was
Very bubble. In history we didn’t study further than the Agrarian Reform [in the 
mid-1960s. This reform was promoted by the Christian Democratic government 
and considerably diminished the power of the landed oligarchy]. There was a 
history that never existed.
Service was reduced to small religious missions and the “kilo campaign” (bringing a 
kilo of food to give to poor people). Barbara remembers that they went to do service in 
a regional town and that “in the mornings we went to visit poor people’s houses and in 
the afternoons to buy clothes in the local market”. Students had a union but they could 
only propose a short list from which the nuns selected the candidates.
Kate is grateful of the school’s values and discipline. “I’m of one line... I feel the 
liberty to express myself according to my principles”. Values are a key element in the 
formation of her sense of class like in other cases -cf. Francis (chapter three), or 
Charles (chapter five). Values are the main element for her when deciding for a school 
for her children, so they can become “good persons”, not good citizens.
Gender relations at school
Kate’s account of her school gives the impression that it had a relatively ambivalent 
gender regime at her time. On one hand, it was oriented by Catholicism and a 
conservative ideology about women. These had a clear expression in the curriculum. 
Sex-education was scarce and reduced to “biology”. It was grounded on the “discourse 
that sex was bad before marriage”. Girls were taught that there was a natural link 
between love, marriage and sex. There was a denial of any link between sex and 
pleasure or desire.
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Moreover, the curriculum offered anachronistic effeminised electives like cooking, and 
child care like in Monica’s school. Clearly, it was oriented to the production of 
women-mothers and women-wives (Valdes, 1988). This conservative regime was also 
expressed in the discipline code particularly in the good manners and dress codes for 
respectable adolescent women. Comparatively, however, Barbara suggests that even 
being a Catholic school “it is not that Catholic as [name of Charles’s school]. She has 
the same idea than Francis (chapter three) about a “relaxed Catholicism'’.
Thus, on the other hand, the gender regime also provided more progressive initiatives. 
Women, not men, were in power positions. There were only three male teachers, and 
all the Deans of discipline were women. Also, the school promoted leadership among 
women in areas that can be considered masculinised. Sports were important and the 
school formed good athletes. Leadership was also promoted through alliance 
competences during the school week, so students could develop a sort of managerial 
abilities. Students were mixed every year so they had to meet other students each year 
in different classes. The school also promoted academic competence and achievement 
through different awards, not only to the best mark. The curriculum’s electives also 
offered alternative to effeminised subjects as philosophy or advance mathematics.
How did these two different approaches to girls’ education converge in the institution? 
There are many nuances that express the pre-eminence of the former practices over the 
latter.
The Principal of the school didn’t develop a female leadership style, but on the 
contrary she behaved like a man. “She was an ogre, she was a man. She was a stout 
macho dressed like a nun... I was terrified of her”. Also, the three male teachers taught 
masculinised subjects as science and math. The mathematics teacher was “THE 
masculine figure of the school”. Women teaching masculinised subject did not 
encourage girls “the head-teacher who taught me mathematics in year 11 hated us. She 
always told us T’m bored of having to teach you’”.
There were other men but they seem to have been invisible for the students; “the 
doorman, cleaners and general staff’. This is the same class and gender dynamics that 
we saw in Benja’s school (chapter four), but the inverse in relation to gender.
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Emotionally, there was a privatisation of personal problems. When asked about 
bullying, she responds
It was never an issue. Nobody had attention deficit, nobody took Ritalin 
[common medicine in the 1980s given to problematic students]. Problems were 
solved in the house. You cried a bit to your mother. Nobody went to the 
psychologist ever”.
Finally, since the school didn’t have proper sports facilities, sports became a spectacle 
for men. Girls had to go to the all-boys school next door (William’s school) to do 
sports or to the square near the school, so girls were exposed to be teased by boys and 
men.
In this context of ambiguity, the most admired femininity -like in Barbara’s time- was 
the one which embodied taquillera (cool) practices.
The prettiest, the cheerleaders... being a cheerleader was an issue at the school. 
Also, being chief of the alliances.
Subordinate girls were those that were unable to embody this model of femininity, 
particularly students who were physically different. Making students who were 
different invisible seems to have been a common strategy of marginalisation. Along 
with what we saw about working class students, Barbara recalls two Peruvian students 
that had to leave the school because “nobody related to them, they didn’t have 
friends”. Her strategy was to find people that were the most like her. This is not 
precisely the picture of a radical sisterhood, but on the contrary an ode to emphasized 
femininity (Connell, 1987).
The school then promoted a hidden subordination of women to men. In a more 
sophisticated way, it promoted a “pragmatic realisation of women” but without 
threatening men’s power. This is clear when Kate describes how a former male 
employer of hers -alumni of Germán’s and his first husband’s school and an influential
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journalist - explains his experience of working with them: “They are very hard­
working, very efficient... very correct women”.
How did Kate fit in this regime? She was “piola (quiet), very shy... I was very 
concentrated on academic stuff’. She never got involved in the student union, service, 
nor sports. Actually, she hates sports because she was traumatized by running at the 
all-boys school or in the square. Also, she never wanted to be a cheerleader for the 
same reason. She was also teased because she was a bit fatty, “but nothing severe”.
She was never able to make many friends because she never got used to changing 
classmates every year. She was the only one that didn’t live near the school but in a 
small apartment in a slightly less wealthy sector of the upper town due to her father’s 
financial crisis.
Kate didn’t embody the dominant femininity completely, but she embodied a little of it 
-  having boyfriends regularly since she was 14 and being a good student. However, 
after graduating, she broke up with the school. She never went back and has never felt 
nostalgia about it. It seems that she never felt completely comfortable.
Labour process and class relations at work
We don’t learn much about her labour process, but only that she is not in a senior 
position. After working for five years in the chancellor’s support team in the tertiary 
education institution where she met William, Kate now works in a private non- 
selective university -the third university in the country that receives more alumni of 
fully-paid private schools: 73.4% of its intake graduated from one of those schools 
(SIES, 2012).
Kate is in charge of organising seminars, workshops and different events at a 
department level -basically “everything that is extra-curricular in the study program”. 
This is an administrative part-time job that seems to be rather flexible.
There is a common class pattern in Kate’s career. She has accessed to her jobs through 
personal contacts. She got her first job through her first father-in-law who was a 
former influential minister of the dictatorship -one of the key ideologists of the
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neoliberal model and also an alumnus of Germán’s school. Then, she got her current 
job through the daughter of one of the owners of the private university who was her 
neighbour.
Gender relations at home and work
Kate probably learnt from her parents and school context a model of the patriarchal 
family with a strong gender division of labour.
My father is totally machista. My father doesn’t know how to open the 
microwave. He doesn’t know how to change a light bulb. Everything is done by 
my mother, she is 100% involved.
Because of the family’s economic crisis, Kate never had a live-in nana during her 
childhood. All the children helped with minor chores, like setting the table or doing the 
dishes. However, the burden of the work probably was done by her mother and the 
live-out nana. With some modifications, she has produced a family in the same lines.
Unlike her mother, Kate went to the university and works in the labour market. Having 
a better economic situation than her parents when she was a child, Kate and William 
can afford a live-in nana -who only has four days per month to go out. They also have 
a live-out nana that goes twice per week to do the ironing and deep cleaning. Another 
point of difference with her parents is her gender arrangement at home. Kate states that 
William is “full support”.
He helps especially with the children. He does everything. He bathes and dresses 
them. He dries their hair. We share everything. He does the dishes... He even 
cooks better than me.
These narratives don’t sound as a fair gender arrangement. On the contrary, the main 
burden of the child care is on Kate’s shoulders. For William, it is a bit difficult to be an 
involved father and husband working almost 12 hours per day. He states that
136
I get home late. I try to be more with the children during the weekends and with 
the domestic work I help cooking with them [children]. I do the dishes, too.
At a first level, Kate’s intensive involvement in child care could be seen as a personal 
choice because she has always asked for part-time jobs since she gave birth to her first 
son. However, in different points of the interview she suggests that looking after young 
children is demanding, “exhausting” or that doing the homework with them is “a 
nightmare”. For her “it is like a part-time job”. She doesn’t even have enough time for 
her interests. For instance, she would like to do a postgraduate degree but she says that 
now is not the time. “I’m needed very much at home at this moment [with toddlers]”.
So, why does she state that this is an equitable arrangement? Probably she has this 
vision because William is more involved than her first husband or her father.
Moreover, William has a more equitable discourse where “child care is a shared 
responsibility” and that he “likes that women work”. However, he is pragmatic and 
involved in domestic work for their children’s best interest. “In the future they won’t 
have nanas... It is part of the education”. This idea is also applied to the benefits of 
having a working wife. “I like it because of the common intellectual development”.
I would suggest instead that her response is grounded on an ideology of self-sacrificing 
mother and wife. This is not a traditional but a modernised version in comparison with 
her parents’ gender arrangement. However, this is not only an arrangement that is 
grounded on an essentialist idea of femininity. It is not a full replacement of one 
ideology for the other, but on the contrary, some former elements are still present 
while the latter crystallised.
My mother educated him [Kate’s father] like that... I’m completely different with 
my husband... The microwave is there so if he gets home late he has to warm up 
his food. I’m not going to be like a geisha... I’m in the afternoons with the 
children... That’s a lot of work.
Interestingly, Kate blames her mother for her father’s machismo. There is the same 
idea in Francis discourse when he suggested that he is getting home earlier since he is 
“more educated” (chapter three) or in Barbara’s gender arrangement (that also includes
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a live-in nano) with her husband -a financial manager in his father’s company. As 
Barbara states
Domestic work is shared... Indeed women will always be a step forward... He 
takes his time [to do the domestic work that she asks him to do]... If he could stay 
there in the living room and act dumb, he would. But I have him very well- 
educated.
Do women have to educate men to be more involved in gender equity? Or is that 
technology and nanas make domestic life easier for ruling class women? I would go 
for the latter opinion. Probably she won’t serve her husband like a geisha, but she is 
still in charge of the children care. Probably this space can be seen as a source of 
power for them. This can be seen as part of the transition of gender relations where, for 
instance, hegemonic masculinities' practices appropriate practices that before were 
considered feminine (see Demetriou, 2001; Messner, 2007).
At work it seems that this model of the good mother-wife is also sustained by other 
colleagues of hers. She suggests that she has a lot of “flexibility” and that she can do 
some work from home because “nobody is controlling you”. This is part of “an 
important network of solidarity”. It seems that this is possible because all her direct 
bosses including the dean are not only women, but ruling class women. She even says 
that with her boss “we think in the same line”. Despite these informal benefits, the 
institution doesn’t have a special gender equity policy apart from what is required by 
law. Moreover, she states that the “dome” of the institution is “very machista”, 
everyone is men. However, she believes that the recruitment policy is gender neutral.
The formation of femininity in the ruling class
Kate grew up in a traditional and classic ruling class family. This means a family “with 
married parents” or a “normal family”. The marriage that counts is heterosexual, by the 
Catholic Church, and is supposed to last for good. At school she encountered an 
ambivalent gender regime where a conservative ideology of femininity overshadowed 
other indirect progressive education initiatives -particularly, academic success. It’s in
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this context where Kate learnt how to embody the idea of the self-sacrificing women- 
mother-wife.
At one level, it is easy to explain it using Chodorow (1978/1999) approach of the 
reproduction of motherhood as a consequence of interpersonal relationships and an 
asymmetrical organisation of parenthood within the family structure. However, the 
picture here seems to be rather complex and contradictory where different institutions 
and persons are involved.
Although Kate states that she got along better with her mother, clearly her father is a 
prominent figure in the construction of her femininity. Her father embodied an old- 
fashion hegemonic masculinity. Son of a man who owned campo, he became an 
orphan when he was four. Since then, he became the man of his family until he fought 
with one of his sisters for a loan that provoked his economic crisis. He is a man of 
“fallen male figures”. Pinochet is his “hero” as well as the priest of a ruling class 
church condemned by the Vatican for sexual abuse. He is also a homophobic. He was a 
dominant man who decided the subjects in which family members were good at or 
which were the most convenient degrees for them.
It seems that Kate was always edging for establishing formal heterosexual 
relationships. She had 10 pololos (boyfriends) before marrying. She looked for men 
similar to her father. Her last pololo was very jealous and dominant and her two 
husbands are fully members of the ruling class -alumni of elite private schools, 
lawyers, working in power positions, from well-connected and rich families. However, 
her two husbands are quite different.
Kate’s first husband was a man that embodied the traditional hegemonic form of 
masculinity being not only a rugby star at school but also “handsome, intelligent”, a 
“genius”. He was also very undemonstrative with his emotions, “cold as ice” -opposed 
to how Kate defines herself as very emotional and expressive, “very tropical”. He even 
got mad when the doctors said that the only thing that his son wouldn’t be able to do 
was playing rugby due to the health problem -which made impossible for him to enrol 
their child in his school because rugby is essential to succeed there.
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The relationship was a disaster. They were incompatible according to her. Kate 
justified these differences not in their families, but in differences among the elite 
private schools they attended.
We were very different. He was from [name of Germán’s school] and I was from 
[name of her school].... We had a different formation. Mine was much more 
focused on Catholicism and he didn’t believe in anything... His was a more open 
school, like [name of my school]. Mine was like a bubble.
This narrative also expresses the long-lasting relation between the sacrificed mothers 
and Catholicism as a constitutive element of gender relations in Latin-Am erica. This is 
more than a symbolic issue such us the ascendancy of Virgin Mary (Montecino, 
1991/2007). The ruling class reflects the hegemony of a particular form of mother -the 
one that has husband- and the exclusion of other forms. Elite private Catholic schools 
made that clear to her when she tried to enrol her son in William’s school. She was 
told “this is a pro family school” and she had to go through a much longer interview in 
the new-Catholic movement school that finally accepted him (John and Arturo’s 
school).
William, her current husband, is “the opposite pole”. He is much more affectionate and 
sensible. He embodies a sort of more fragile hegemonic masculinity in transition. “He 
provided me a shoulder to cry on”. With William, she challenged her father’s 
authority. After her separation, her father told her: “It is your option and I’ll respect it, 
but you can’t get married ever again in your life”. However, she got involved with 
William and spent all the weekends at his place -cohabitation which would have killed 
her father. Eventually, they got married despite her father’s opposition.
In a radically different way, the influence of her father also enmeshed with the school’s 
academic orientation. Her father introduced her to the cinema cult. He also stressed the 
importance of English. Although her father never went to the school’s meetings, he 
encouraged Kate to have good marks by offering her money or a trip to Europe if she 
graduated with distinction at the university. Paradoxically this influence challenges the 
traditional model of femininity based on the idea of women-mother and women-wife.
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However, in this modernised version of the sacrificed women, studies and work are not 
a space for autonomy or for gender transformation. On the contrary, it seems to have 
been part of a class project. Only from here we can understand that “the idea of not 
attending the university wasn’t conceived in my family” or that being and outstanding 
student at university, Kate hadn’t decided to pursue a career as a journalist or in the 
academia. Moreover, she has never had the ambition to get to the top at work. On the 
contrary, she privileges her family over her career.
She has always privileged “working conditions [meaning part-time] rather than a better 
salary”. For her, that is a decision that women like her will always take. She even quit 
her first formal job because “it was totally incompatible that the lawyer (her current 
husband) and the public relation officer (Kate) were a couple. In the long run, one of 
us would have had to leave. And I left, but with a very good offer”. She sacrificed 
herself for her husband and her children, but already having another job.
This is also a conflictive process where she has had to challenge her traditional family 
and school practices and values. She has been able to overcome the authoritative 
personality of her father and slightly opposed him not only in relation to marriage, but 
also politically, religiously, sexually and intellectually. In all these conflicts other 
significant people have appeared, as her older sister or a former boyfriend or her 
current husband.
All these conflicts happened after she graduated from school. It seems that during her 
school days there was more convergence between Kate and her father. The ambivalent 
gender regime of the school could have helped this. But the fact is that she never felt 
completely comfortable there and looked for refuge in the studies. The university was 
a changing point in her life. The relation of the school and family in the construction of 
her femininity was not a one-way process but on the contrary full of conflicts.
One could say that Kate doesn’t work full-time because she learnt from her mother that 
women’s work was a complement of men’s work. Or that she learnt that she could 
exert some power from home. However, if we examine her life in a context of social 
change, I would say that she is not driven by power in the public sphere because she 
has a pragmatic approach of life.
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She has always worked with an objective. When she started doing casual work, her 
objective was to buy a car. And she managed to save a lot of money doing what people 
can consider minor work. At the university, having the possibility of moving to a 
traditional university, she preferred to remain in the non-selective university because 
she knew that otherwise she would be an average student. She has always preferred to 
be “a rat’s head rather than a lion’s tail'’. Currently, she has a job that allows her to 
make a reasonable level of income, it is near her home and it is flexible, so she can 
combine it with her children’s care. The question is if this model of women-mother- 
wife plus women-part-time-worker is enough to promote sustainable changes in gender 
relations.
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Chapter Nine: Amelia, “I like action... but the mother is the mother”
The interview
Amelia is in her late 20s and is finishing a medical specialization in a traditional 
selective university. I met her through her husband, John, a business administrator in 
his early 30s whom I had previously interviewed. Amelia is a busy woman, so the 
interview was hard to coordinate. Eventually, it was conducted a weekday after work 
in her apartment. She was with her three-month baby since John was on a business trip 
overseas. Although she had to feed and change nappies to her baby, she was incredibly 
focused. “I am a multi-task woman” she told me. Amelia is very open to tell me her 
story. The interview transited between moments of emotion and rationality. Her 
responses are strong and direct, but frank and well-grounded, including comparisons 
among elite schools. At the end of the interview she is suspicious about what I am 
going to do with the material. “I believe that sociology is a dangerous field because it 
is not a measurable field... I don’t know how one can leave subjectivity aside”.
Life course and family class trajectory
Amelia grew up in a ruling class family where both parents were full-time 
professionals. Her father has always been a university professor. Her mother is a 
primary school teacher who has mainly worked as a principal in one of the private 
schools established by her family. Like Kate’s father (chapter eight) they struggled to 
pay their children’s school fees. Ideologically, they were right-wing oriented though 
they are not involved in politics. It is a practising Catholic family but only her father 
“tried” to be part of the Opus Dei, but he quit soon. Both parents are second-third 
generation of Europeans in Chile.
Amelia was bom in the US while her father was completing a Ph.D., but they came 
back soon after. She has an older sister and two younger siblings with a short age gap. 
Amelia’s family has always lived in a house that her mother’s father gave to her 
parents in the upper-town. She grew up under a discipline that her cousins considered
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“severe”, with a well-established routine of study and control of sexuality. She was 
educated to boost her intellectual interest and curiosity.
Amelia attended from PK to year 12 a non-Catholic elite private school. She divides 
her experience in two periods. The first one lasted until year 8, and she was severely 
bullied. In high school, the situation improved and she eventually found a group of 
friends. Amelia was an outstanding student who even taught other students. She easily 
made it to a traditional selective university. As for many other interviewees, the 
university was a turning point in her life.
At the moment of the interview, she was in her eleventh year of medical studies. As 
part of her medical education, she has worked as an intern in the university hospital 
and in a health consulting room in a working class area. She is now working in the 
intensive care unit of a public hospital dependant of the university where she is doing 
her medical specialization. She has 3 years left to become a cardiologist.
Amelia has been married to John for three years. They live in their own apartment in 
the upper-town very close to Benja (chapter four). She is an empowered and 
independent woman of action that has started facing the difficulty of balancing her 
professional career and her family life.
Class relations at school
The school was established in the late nineteenth century by Methodist missionaries 
based on the principle of religious tolerance. The original idea was to provide 
education to “the small but powerful group of foreigners from Protestant countries that 
lived in Chile”. However, at the time there were important and conflictive changes in 
the Chilean educational system going on: a bill had allowed women to get into the 
university, and the government was trying to promote the incipient freedom of 
teaching by presenting other alternatives than the Catholic Church. The school started 
as boarding and day school to provide elite [and progressive] education for women. It 
was the first school in the country being fully-bilingual and having sports for girls. 
Although the conservative fraction of the oligarchy was suspicious about the new 
model of education at the beginning, many members of the liberal fraction enrolled
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their daughters in the school. The school became fully-coeducational in the early 
1970s. Nowadays, it is one of the most exclusive private schools in the country.
Amelia’s family has a long relationship with the private educational system. Her 
mother’s family has long established different private non-Catholic schools. Although 
her father started his education in a regional school and then went for an exchange year 
to the US, he graduated from Francis’s school (chapter three). Amelia’s mother was an 
alumna of her school. Thus, Amelia and her siblings were enrolled there. However, 
only she and her older sister graduated from it.
Like all elite private schools, this school also selects its students not only by its high 
fees, but also securing the potential best and less problematic students. This was the 
case of Amelia’s brother who was not accepted because he had dyslexia and attention 
deficit.
She describes the students’ parents as “very successful people. The majority think that 
their children are gifted. When they realise that they aren’t, they do not accept it very 
well”. There were also many students who were foreigners or from other religions 
other than Catholicism that gave a sense of diversity to the school. Although not all the 
families were wealthy, Amelia describes the school as an ABC1 school using a typical 
market research category that describes the wealthiest 8% of the Chilean society. She 
uses this term in three different areas.
First, there were no real politics in the school. It was a right-wing school where nobody 
spoke about politics. She describes the students union as “very ABC1 that only saw 
things about the school; they did not do politics like [name of Pedro’s selective public 
school]”. Anyway, “student pressure didn’t work”. Second, because the study trip was 
in an expensive and exclusive cruise through the southern ijords of Chile. Third the 
sort of service the school promotes is described by Amelia as more “nominal”.
We went once a year to a little poor school... I found it terrible because for many
of my classmates it was like going to the zoo... like: ‘hey, look at that poor boy’.
It was very bubble... when there is so much money in the school that doesn’t
mean anything to the child... There were no sacrifices. So your social side was
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developed at your house. It isn’t as in [name of Kurt’s, and William’s schools] 
that have social action [service] more developed.
Like in other interviews, the bubble metaphor appears again in terms of class isolation. 
The narrative also provides a romantic point of comparison with traditional Catholic 
schools as she did in relation to politics with selective public schools.
The ruling class character of the school was also expressed in its curriculum.
Reflecting its extraversión, it was mainly “oriented by the North-American system”: 
students can choose their own subjects since year 10. The school also offered 
International Baccalaureate. The assessment was grounded more on research and 
assignments rather than on tests. The school was fully-bilingual with a high number of 
foreign teachers.
The school hosted students from different fractions of the ruling class. This implied a 
huge clash for Amelia and her siblings. Students had different values to what she learnt 
in her family.
At school there were many good people but also many people with a lot of 
money and little education. Their main interests were sports, showing off their 
cars, holidays... and my parents mortgaged their lives to pay the school. My 
parents didn’t have too much money, but they were careful with it... The 
advantage that they had was that they didn’t have to pay rent because my 
grandfather gave them a house, so they could pay the school fees. I didn’t have a 
Lacoste sweater or any fancy clothes. We were always ‘different to the rest’. It 
was really hard for us to find a niche... I went to school with the sweater knitted 
by my mother. I even inherited my older sister’s undies. We never went skiing.
Although she was from a well-off family of professionals and educational 
entrepreneurs, they did not have a lot of money. They were different “in quotation 
marks”. This leads Amelia to make distinction among the ruling class not only among 
new and old money, but also among values and manners. This narrative is similar to 
what we saw in Francis’s case and it seems to be at the ground in the formation of the 
contemporary Chilean ruling class. Contradicting Bourdieu and Passeron (1977) theory
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of reproduction in education, this clash between her family and school will make it 
“very hard for [her] to adapt to the school”.
Gender relations at school
Like Ernesto, an older alumnus that I previously interviewed, Amelia argues that 
“gender equity was something tremendous. We were all equals, in fact they went a bit 
to the extreme”. Being a former all-girls school, there were only women in power 
positions. Like in Kate’s school, however, the gender regime of the school was 
ambivalent. Although, boys and girls were “all equals”, there were special sports for 
boys (rugby and soccer) and others for girls (volley and hockey). Also, homosexuality 
was made invisible, and sex-education was very weak.
Sex-education was taught by a teacher of Spanish in year 6 and included issues related 
to sexual drive and contraception but “it was nothing relevant that I can remember”. 
The lack of sex-education contrasted with the active sexuality of some students. For 
instance, there was a younger student that got pregnant in high-school, and during the 
study trip it was known that some people had sexual relations.
The ambivalence of the school’s gender regime was also expressed at peer-group level. 
Amelia recalls two clear groups, almost the same groups that we have found in other 
interviews and in literature. On one hand, bacanes (cool guys) were those boys and 
girls who were into sports. This was a key element of the school social divisions. 
Bacanes were also those that were into carrete (partying). It seems that binge drinking 
and marijuana consumption was a massive problem at school. Amelia recalls that for 
the study trip, teachers seized hundreds of bottles of spirits. In senior year some 
students consumed copete (booze) in the school.
Ernesto describes the specific character of the institutional hegemonic masculinity in 
the school, thinking in one of his classmates and using the same analogy that Charles’ 
(chapter five).
He was not a very good student, but very good at sports, the coolest guy ... If 
there were two parties, the one that he decided to go was the one, everyone
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followed him and went to it...it was like in American films, like the American 
Football quarterback... He was the one that had more success among girls... It 
was like all girls liked him.
On the other hand, pernos (nerds) were well-behaved students that were into study and 
that were not into partying. Amelia was into this group. In year 3, Amelia was labelled 
as a perna by her fellow students. She was severely bullied during middle-school, but 
particularly after courses were mixed and she was left in a class with all the bacanes.
I was very nerd, good student... I was interested neither in clothes, skiing nor in 
the trip to Europe. I was very Catholic. So, I think that I clashed with the 
course... my former friend stopped speaking to me overnight. I never knew why. 
And I became the person to bully.
Amelia describes this “professional bullying” like a “classic of American movies 
where you see the cool guys teasing the nerds. Well, that was based on the real life of 
my school”. It consisted in a number of physical and emotional actions. They spit to 
her, they stole stuff from her, they called her home to tease her, and they did not invite 
her to birthdays. This affected her enormously and she sometimes missed classes 
because she had a really bad time. She says that “they were cruel people”.
It seems that bullying “was not because of the money” but for differences in family 
values. It stopped in year 9 when courses were mixed again. In this time she arrived at 
a course where she could find her “niche”.
I found the friends with whom I’m friend until now... They were more like me. 
Their families were similar to mine. It was hard to find them in a class of 130 
students... They are all daughters of professional parents that worked hard to pay 
the school fees. They didn’t have interest in money. They had a similar value 
formation. My situation improved.
Amelia was not the only student who was bullied. It seems that it was a massive 
problem of the school. Bullying was also extended to effeminate students, and to some 
teachers. In this context, some teachers and students quit. Remarking the ambivalent
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gender regime of the school, Amelia states that sexuality was not a topic for bullying at 
her school.
Among my schoolmates none had a boyfriend. We were all slow... Sexuality 
among students was not something that people spoke about. There was none 
[girl] who was bullied for being ‘easy’.
The school did not have a special policy against bullying. One year a well-known 
psychiatrist gave different talks. However, they were more related to binge drinking 
than to bullying. On the contrary, with this “laissez-faire” the school did do something 
by omission. For instance, Amelia states that schools alliances for the school’s week 
seemed to have sorted students instead of mixing them randomly. Furthermore, Amelia 
suggests that she was a good sportswoman, but she was never selected to play 
volleyball. “Something weird must have happened in my school that teachers only 
chose people with a particular competitive profile... the bacanes [dominated the school 
sport teams]”. She suggests, however, that the school now does have an explicit policy 
-as her sister who teaches there- has told her.
In the process of bullying, class and gender interact creating hierarchies among class 
fractions that permeate masculinities and femininities. Bullying is common in other 
elite private schools, too. Amelia’s younger siblings faced it. Her younger sister never 
found her niche, so she moved to a less-well off private school. In the new school, “she 
was discriminated because she came from [name of Amelia’s school], and students 
blamed her for being posh”. Her brother attended William’s school but “lasted less 
than a year. He was ‘eaten alive’ in the school because he was very shy”.
Classed and gendered school choice strategies
Despite all her suffering at school, Amelia would enrol her son in her school. She 
would do this because the school has given her “impressive tools” in her life. These 
include being bilingual, having computing skills, abilities to speak in front of people, 
knowing how to do a research even before going to university, an advance curriculum 
that included university level subjects. She also highlights that she encountered 
religious and racial diversity at her school.
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Although Amelia’s son is still a baby, the choice of school is a conversation issue with 
John. They agree in different criteria: bilingual, good academic performance, 
pluralistic, and with different activities. They do not agree whether fully-coeducational 
or coeducational-segregated, and in which degree Catholicism is incorporated. The 
problem is that John hates Amelia’s school, and she doesn’t consider another 
alternative. The only similar school for her is Germán’s school, but like Barbara and 
Kate, she doesn’t “like it because all alumni that I have met are pathologicaly 
competitive”.
Amelia states that the school choice is related to the economic level and where people 
live. “People from a good socioeconomic level... will send their children to a more 
expensive school because they will live in a more expensive area”. They are facing this 
because they are planning to move to the fringe of the city, where Oscar lives now 
(chapter six).
Like other interviewees, Amelia stresses that the decision depends on the personality 
of her son. If he is more outgoing (like John) she will enrol him there, but if he is shyer 
(like her), she won’t. This is particularly true if she had a girl.
Gender relations at home and work
Amelia has produced a gender arrangement at her home that is different to what she 
experienced at her parents’ house. Before she got married, she had had the same live-in 
nana since she was a child. Although Amelia speaks about her nana almost as a family 
member, the fact is that she did the bulk of the domestic work only having one day a 
week to rest.
We had the same nana all our life, la Marta. She arrived when my parents got 
back from the US. My youngest sibling was bom and la Marta arrived. She was 
22. La Marta worked from Monday through Saturday and on Sundays we shared 
the domestic chores. We had the obligation to keep our bedrooms tidy and once a 
week we had to tidy our wardrobe up.
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Children had some minor obligations during the weekdays and weekends. However,
“It was never equal. We [women] always did more. This happened despite her 
mother’s claims that she was not machista. “My brother was the only boy... so my 
mother overprotected him”. Something similar happened with her father, who was 
protected and boosted by his grandfather at the expense of his aunties.
On the contrary, Amelia and John have a live-out nana who goes to their apartment 
half a day twice a week. She mainly does the cleaning and the ironing. They are 
dependent on day care centre as they both work full-time. In this context, as previously 
John had stated, Amelia says that “we have everything distributed; I find that it is very 
equitable”. The arrangement is grounded on their availability and what they want to 
do.
I do the laundry because I arrive earlier so I can hang the clothes to dry. I like to 
do the laundry. John hates to see the dishes dirty so he does them much more 
often than me. I don’t mind having the bed unmade but John likes it made, so he 
asks me to make it. In the mornings... I prepare our son’s food, and wake him up. 
While I’m in the shower, John feeds him.
Moreover, she states that all the decisions are made together. “Nobody says ‘here I’m 
in charge’”. For her, this is very different to what happens at a national level.
In the large Chilean mass, that is middle level [class], the man is the boss and the 
woman just obeys him... Thanks God for all what my parents did and my school, 
and my education I have a different frame that I want to give to my children. But 
clearly my reality isn’t everyone’s.
However, Amelia’s everyday gender arrangement seems to contradict her statement. 
She has had to give up some of her professional interests in her career “because they 
aren’t compatible with the family that I want”. Moreover, despite making the 
“decisions together”, and despite having an agreement with John, she knows that she 
will have to give up her plans of studying abroad. She is frustrated for not being able to 
follow her parents’ path.
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The Chilean paternalistic model is preserved. I have always wanted to study 
abroad... but I know that we aren’t going to because John can’t leave his 
company [the one owned by his family]. However, if John has to go overseas, I 
can obviously leave my job... Everything is conditioned to John’s success in his 
companies [the ones that he is starting with his brothers]. That makes me very 
angry, but this is the way it is.
The Chilean gender order has also implications in everyday life. John does domestic 
work, but he is “helping” not even taking the same responsibilities. “It is like the idea 
that the woman ‘helps’ with her salary only”. She seems resigned. Her only comfort is 
thinking that “behind every great man there is a woman” or that “women are cunning 
because we rule from behind”.
Amelia has also faced this patriarchal model at the hospital where nurses and patients 
respect female doctors less than male ones. Although she works in a highly feminised 
area, Amelia states that there are more men in power positions.
I don’t think that fewer women are selected [to top positions], but I think we 
women apply less...We women feel the obligation to devote ourselves more to 
the family, otherwise we feel guilty. So we aren’t applying for a position that is 
more demanding. Women [in medicine] tend to choose medical specialisations 
that are quieter. Surgery is masculine... [Specialisations] where the patient can 
get complicated at 3am are masculine. Women choose paediatrics, internal 
medicine, dermatology... Tighter’ specialisations.
Amelia is not only describing the gender division of labour in the health sector. Like 
Kate, she is also stressing the association between women and motherhood, and men 
and “hard” work. This tension shapes her femininity and also is a source of potential 
tension with John.
The formation of femininity in the ruling class
Amelia grew up in a ruling class family with a European background. She was 
educated following the line of rationality and Catholicism, away from consumerism
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and close to nature. Discipline was grounded on the idea that education was “before 
anything”.
My parents were people that almost killed themselves studying because through 
study is the only way that you can succeed. Each one of them was the first to go 
to university in their families [in Chile].
Amelia identifies herself more with her father. “We have the same academic 
interests...we are both very rational”. Actually she chose the traditional university 
where her father attended -as two of her siblings did- and also where he works now. “It 
was a natural path”. Amelia demands a lot of herself. She is also obsessive and has 
“zero tolerance to frustration”.
Like her parents and siblings, however, she had difficulty building social relations. She 
was a “shy girl” with “emotional problems”. She did not even realise that she was a 
“real hit with the boys”. Her personality plus the Catholic education that she received 
at home sharply contrasted with the environment she found at the non-Catholic 
coeducational school. This produced a huge clash that ended up in severe bullying 
against her. This led to many years of psychological therapy. “I didn’t have this 
charming personality before”. However, her “self-esteem still needs external 
reinforcement”.
Things started to change in year 9 when she found a group of female friends that had 
“her same values”. But it was at university where she had a second major change in her 
life. “I relaxed. I started going out with men, having more social life, realising that 
study wasn’t everything”. She broke the sexual repression, and gave her first kiss. She 
dated 10 men during her life but only had 3 boyfriends before meeting John. She 
married John after 11 months dating which is quicker than in other interviewees.
In Amelia’s life, class and gender enmesh in the formation of her femininity in a 
number of ways. Her own schooling trajectory and potential school decision for her 
son is one of them. At a first level, it could be a contradiction that being “practising 
Catholics” her parents enrolled her in a non-Catholic school. The same happened when 
she, a former practising Catholic, says that she would never enrol her son in a Catholic
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school. Even more paradoxical is her decision to enrol her son in her school even after 
all she went through.
This only has an explanation when she says that “I’m sure that I’ve done well in life 
because of my family and my school”. She knows -as probably her mother knew 
before- that school gives alumni a number of tools that assures a position at university 
but also in the globalised world. This goes in line with her idea that “if you want to 
have a quiet life you need to study something. That’s the way I was brought up... To 
succeed you must be bilingual”. (The same mantra that Ernesto’s father told him).
Her career is another point where class and gender act together. Amelia does not only 
have the model of the academic success of her father, but also of different women in 
her life. Her aunties were educational entrepreneurs though they only completed 
primary education. Her mother and older sister are both teachers who work full-time. 
Her mother was also a South-American sports champion who lived overseas training. 
Amelia has made many of her career decisions having this family trajectory in mind. It 
was not only gender dynamics. She rejected being a children’s surgeon because one 
friend told her that they “starve” without money. She also wants to keep on studying 
because as an internist “the salary won’t be enough to have the kind of life” that she 
wants to. That is why she wants to do a subspecialisation “to have more choices”. She 
knows that as a medical doctor with her level of study she can make the money she 
wants. However, she has to balance this with the family she wants to have. This seems 
to be her main conflict at the moment.
Although she “had access to the best education that the country offers” and having a 
privileged gender arrangement at home that only the “2% of the society” has, she feels 
her potentially ascendant career constrained by Chilean gender order and her 
personality; she feels “gender discrimination” and she also “auto-discriminates 
herself’.
I like severe patients, hospitalised, I like action. But I can’t become a doctor that 
works in an intensive care unit because it doesn’t go with the family life that I 
want.... I’ve given up surgery and intensive care medicine [as sub­
specializations] for the family. I expect John to give up establishing companies
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and getting into debts. But he tells me that it is to have a higher economic level. I 
don’t aspire to that much, but John does... We haven’t reached an equilibrium 
point. My ideal would be to do shifts but I think that it would undermine my 
family life too much. Despite it is what I like the most in terms of my 
professional development and that it is where my personality fits the best, in the 
balance, it wouldn’t be right. I’m not doing it because I know that it would 
provoke family problems... Ultimately, the mother is the mother and I grew up in 
a society where the mother is the mother. Working in shifts and not being able to 
be for special dates would frustrate me as a mother a lot and I would transmit 
those frustrations to my children.
In this fascinating narrative, Amelia shows an ambivalent reaction to her situation. On 
one hand, it seems that she is very angry about it. Her narrative expresses how some 
women have to postpone their goals for their partners’ success. On the other hand, the 
narrative also shows resignation with gender order and class structure. It seems that 
there is nothing to do. She is also dependant on gender order since John “is now the 
breadwinner”. The narrative also shows us the class anxieties and domestic dilemmas 
to maintain a ruling class lifestyle. Like Kate, finally, Amelia prefers her family to her 
career. The difference is that Amelia feels it as a “social obligation” at the moment.
In the construction of her femininity, John has had a major role. He is a man that sees 
women’s work as something crucial. However, it seems that he sees it more as a 
contribution, as a help. It is a plus in his class project. “I don’t think that John would 
have problems if I made more money than him. What would bother him would be that 
I worked more hours than him”. Moreover, being married to a business administrator 
has changed the way she thinks. "Everything is reduced to money... I didn’t think like 
this before”. There is a naturalisation of market society when she states that “the 
majority of the people want to make money”. She also is against the new extended 
parental leave. Also she tends to individualise social problems. “My school was not 
that bad. I believe that the one that had the problem was me”.
Amelia then has constructed a femininity in the line of her class project. The process 
reflects the continuities and changes in the gender order and class structures. She has 
not had to live the constraints of older generations-her mother, for instance, practically
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had to be hidden after she broke up her first short marriage. However, the ideal of 
women as a mother is something that prevails in the ruling class even among highly 
educated women. It is a conflict between an empowered and an emphasized 
femininity.
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PART THREE: THEMES
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Chapter Ten: “Diversity without diversity”: the social arena of elite 
private schools
Introduction
In the interviewees’ narratives, it is possible to distinguish two recurrent and opposed 
concepts that men and women use to describe their schools: bubble and heterogeneity. 
How is it that these two different ideas occur together in describing elite private 
schools? In this chapter, I will examine how these two concepts are related to different 
school classed and gendered practices. These institutional practices produce two key 
differentiations: from non-elite schools, and within elite-private schools. The focus is 
on elite private schools but comparisons with selective public schools are also made to 
contrast two different class contexts.
Images of the schools’ social character
Bubbles
The bubble character of elite private schools has different meanings in the 
interviewees’ narratives. It is mainly invoked by stressing their economic backgrounds. 
When I asked the interviewees to describe their classmates, alumni of all types of elite 
private schools commonly referred to their classmates as “elite” (Francis), from the 
“upper-class” (Frederick) or “upper-middle class” (Ernesto). Other interviewees used 
market categories such as ABC1 (Amelia, Monica) or high socioeconomic level 
(William) to explain their position in the social structure.
Others, however, go beyond the economic aspect. Some use the students’ family types 
and parents’ occupations as a way to describe their classmates. Kate refers to “classic 
traditional families” and Oscar and Ernesto describe them as “well constituted 
families”. Monica and Benja stress the traditional gender division of labour in the 
schools’ families. Frederick, Monica and John point out the occupations of the parents 
labelling them as professionals, high income or managers. Others claim long family 
relationship with elite private schools (Monica and John). Finally, there are
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interviewees who refer to a set of (undefined) similar values as a distinctive mark 
(Francis, Kate).
John synthetised the non-economic dimension of social class while describing his 
schoolmates at a new-Catholic movement school as
Coming from the same [sort of] parents, [from parents] who had been in good 
schools, all living in more or less good neighborhoods, [their] parents earned 
more or less good money. All had the same educational level, not only because 
they attended the same kind of school but because their grandparents also did; 
deeply-rooted family traditions.
The bubble character of elite private schools also takes the form of social isolation.
This narrative is more common with older interviewees but not exclusive of them. Igor 
-a  paediatrician who graduated in the early 1980s from the same traditional Catholic 
school that William graduated from but a couple of years earlier- states that “the 
environment of the school was very protected” in relation to drug consumption. Some 
narratives recall the economic situation of the early 1980s. Alejandro, a senior 
manager in a large state company in his early 40s, recounts that although some 
schoolmates’ fathers lost their jobs during the economic crisis that followed the 
neoliberal restructuration, he never knew about a classmate who had to leave the 
school. He recalls that they were “isolated, in a bubble...we never felt threatened by the 
juncture”. Frederick, a lawyer / political scientist and former senior government 
advisor who graduated from a non-Catholic school in the late 1980s, remembers 
almost the same thing, but in his situation there was also political isolation.
Heterogeneity
The idea of heterogeneity was more common in non-Catholic schools and in some 
traditional Catholic ones. In Francis’, Kate’s and Alejandro’s narratives there are traces 
of class diversity in their traditional Catholic schools. Francis speaks about “different 
social strata” and “poorer people [than him]”. Kate gives a detailed account of the class 
structure of her cuica (posh) school, including traditional families, middle class and
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lower socioeconomic levels. Alejandro states that in his school there were students 
from “the peasant to the lord”.
However, it is in the narrative of alumni of non-Catholic elite private schools that the 
idea of heterogeneity is stronger. Germán gives an outstanding account of this idea of 
diversity.
Of course we are talking about a very small part of the society, but within that 
small part, perhaps 2% on the top of the social pyramid -if you can talk about it. 
But [name of school] is super diverse, very diverse compared to other schools of 
people with resources. Because it had, in my case, for example, children of 
professional parents without a history of family fortunes, it had people with a lot 
of money. You had super practicing Catholics, you had non-practicing Catholics, 
you had Anglicans, lots of foreigners, you had Turks... Jews... You met very 
diverse people not stereotyped, compared, for example, to what might be a 
school where there are only Catholics, Italians or Jews... The other thing is that 
while it was a school where there is a lot of money, having money was not cool 
at all, so it was quite democratic... Loyalty or being good for the ball [rugby] was 
more important. So, I find that for me, within the narrowness of the Chilean 
society as a whole, within that narrowness, the school was quite diverse, it was 
different.
In this narrative, Germán describes his school as “very diverse”, but in a particular 
form: “diversity without diversity”. The idea of diversity mostly relates to religion or 
to the number of foreign students, rather than to class diversity. The diversity is also 
related to money; there were students from rich families and others “without a history 
of family fortunes”, like himself. Germán’s narrative also provides us with a broad 
description of the Chilean ruling class: mainly Catholic (in a country where 
Catholicism is declining, but is still the predominant religion), not very kind to non­
metropolitan foreigners -the people he names as Turks were in fact Arabs-, and in a 
process of changing (incorporating new members).
Although the diversity expressed in Germán’s narrative overshadows the idea of 
bubble, the bubble is present when he suggests that his school was a “mini society”:
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comprised of the “two percent on the top of the social pyramid” -exactly the same 
percentage that Amelia, a younger alumnus of another non-Catholic school, uses to 
describe her class position (chapter nine).
This image is radically different from the one offered by alumni of selective public 
schools and elite private schools downtown. Kurt, an architect and current middle 
range manager in a municipality, states that when he entered the traditional Catholic 
elite private school downtown in year 7, coming from a small non-elite private school 
in the upper-town, he encountered a “diversity that I couldn’t understand at the 
beginning... The school had students from 32 councils [out of 34 in the city]”. By 
contrast, the upper-town elite private schools were generally attended by students from 
5 councils at the most.
Pedro, an alumnus of the most traditional and prestigious selective public school, 
labels these differences as a “socio-cultural diversity”. He argues that
In the school there was a big “variance” in terms of the social level [of the 
students]. There were people from slums... middle class people like me, and also 
some people who were from wealthy families, if we can use that term. You could 
realize that their family’s income was above mine and definitively above the 
school average. You could see all kinds of people in the school.
Academics, spirituals and socially engaged: classed and gendered institutional 
practices
These distinctions are not a mere discursive description of the schools, but they are 
grounded on several school practices. These practices vary depending on the type of 
school interviewees attended. Although these patterns suggest differences within the 
Chilean ruling class, different types of elite private schools do not necessarily 
correspond to different ruling class fractions, and they can be found in the same 
schools. What these different patterns of practices reveal are different ideologies about 
class, gender and the society as a whole.
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These different patterns of practices are found in a number of educational vortices, 
from the code of discipline up to the schools’ global connections. What made the 
analysis very complex was that any of them can be analyzed separately in terms of 
class, gender or race. This leads us to a complex conceptualization of inequality within 
institutions or what Acker (2006) calls “inequality regimes”. This implies a focus on 
organizational processes rather than on specific structures, like the idea of “gender 
regime” (Kessler et al., 1985).
In this chapter, I will focus on the institutional or formal dimension of the schools’ 
inequality regimes during the interviewees’ time, while its informal dimension will be 
brought to the front in the next chapter. I will stress three key school processes that 
underpin classed and gendered practices: selection, internal dynamics, and relations 
with society.
Selection
One of the strategies for maintaining the bubble character of elite private school is the 
selection process. The first boundary is established in relation to money. As Frederick, 
who graduated from school in the late 1980s, says, these are “expensive schools”. The 
contemporary fees of elite private schools can go up to US$20,000 annually - or almost 
5 times the minimum yearly wage in Chile in 2011. Only one traditional Catholic 
school has now differential tuition fees depending on the student’s family income that 
range between 1-2.4 times the minimum yearly wages in Chile. Nowadays, none of 
these schools give scholarships for less well-off but capable students.
Along with the economic selection there are other types of selections. First, academic 
and psychological selection is a common practice in elite private schools. Amelia’s 
brother (chapter nine) and Arturo underwent this process. For instance, Arturo, a 
manager in his family company, was extremely shy and introverted as a child. He also 
had learning difficulties, so it was very complicated for his mother to enrol him in an 
elite private school. He recalls having gone to more than 15 selection interviews and 
being rejected because he refused to speak. Arturo “failed” to get into William, Francis 
and Alejandro’s school not only because he was shy and introverted, but also because 
he had undetected dyslexia. His mother had to insist a lot and become a friend of the
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person in charge of the admission process so Arturo could get into John’s new Catholic 
movement school.
Selecting and securing the potential best, and the less problematic students, elite 
private schools assure a much easier pedagogical task and allow them to perform better 
in standardised tests. They also tend to create a homogeneous student body. This type 
of selection seems to be more common nowadays. After a systematization of the 
school entry requirements in 2011, we can see that eleven out of sixteen elite private 
schools in our core sample conduct an admission exam for children.
Second, these are schools that are used to thinking about themselves as “family 
schools”. This means that generally, but not always, interviewees’ siblings were also 
enrolled in the same or a related school (i.e. from the same congregation, movement), 
and in many cases one or both parents also attended the same school (chapter thirteen). 
This is not purely about parents’ comfort, as some literature of school choice supposes, 
but it is grounded on elite private school strategies. In the interviews with elite private 
school’s current principals they told me that 70-85% of the new vacancies were held 
for siblings of current students or children of alumni.
Maria, who works in the same university as Kate, graduated from one of the first all- 
girls Opus Dei schools, like her four sisters, enrolled her daughter in the same school, 
and her four sons in her husband’s “next-door” Opus Dei school (Benja’s). She states 
that
Siblings enter automatically. Siblings do not have to take an examination... for 
many years the new places to enter PK are filled with siblings... Sometimes 
there are only 10 places for new families. It’s very hard to enter these schools.
Enhancing their “family” character, it is also common that these schools offer a 
discount in the fees after a certain number of children are enrolled in the school.
These schools also select their students on the basis of parents and families’ profiles. 
Currently, it is common that schools ask parents to fill out a form with their personal 
data including the school and university they attended, their occupation, the place
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where they work and the amount of their income. These forms also ask which church 
they attend and if they are members of a religious movement. Some schools also ask 
for a family photograph. The basis of the selection process is a personal interview with 
the child and the parents.
The engagement or identification with the school project is also critical. In Catholic 
schools, there is a clear religious selection. The requirement for applying is being “a 
Catholic family”. Accordingly they ask for baptism and Catholic wedding certificates. 
Indeed these schools have a very particular idea of family grounded on heterosexual 
couples, marriages and children. In new Catholic movement schools, it means having 
many children. Maria, for instance, has 6.
Elite private schools are very protective about who gets in and require accomplishing 
almost all the academic, moral and social selection criteria. Pedro dramatically puts it 
“one can propose the school where you want to be, but another thing is what the school 
says”. As an alumnus of a selective public school with no family connections with elite 
private schools, his son was rejected from Amelia’s exclusive school. Eventually, his 
son was accepted in an all-boys traditional Catholic school that didn’t match any of 
their original criteria (the upper-town branch of Kurt’s school). Kate’s experience 
trying to enrol her first son from her first marriage in the all-boys traditional Catholic 
school next to her own school -where her current husband had attended- illustrates this 
situation in terms of morals. As she was a single mother at the time, the school denied 
a place to her son, and was scrutinized in the school that finally accepted him (John’s). 
Against the school choice literature, this is not the case where parents choose schools, 
but the other way around.
However, sometimes ruling class parents can make a difference. Barbara’s daughter 
was rejected from her own school. That was the third rejection after unsuccessful 
applications to Alejandro’s and Francis’s schools. She couldn’t tolerate it and went to 
speak directly with the school’s principal. She argued that it wasn’t possible that her 
daughter were rejected from her grandmother’s and mother’s school. After that, her 
daughter was accepted.
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Selective public schools, on contrast, only select students in relation to the academic 
achievement of applicants -particularly Pedro’s one who has a very competitive 
admission process. However, the use of personal contacts is also important to get in. 
Pedro was initially rejected in year 7, but as his older brother was studying there and 
was a talented soccer player, he was allowed to get in. He states “I entered through a 
window”.
School dynamics
After children are accepted into an elite private school, there are internal dynamics of 
the school that directly shape class and gender relations. Here I will focus on four, 
respectively related to time/space, religiosity, knowledge, and the body.
Time and space: all-day, levels o f teaching and gendered spaces
Common to these selection processes described above is that generally they occur 
during the early childhood of the applicants. This is possible because the large majority 
of elite private schools are “complete schools”, PK to year 12. In Chile, this is not 
usual. Only 12% of mainstream schools are complete schools. There are important 
differences depending on the school's administrative dependence. While almost 83% 
of fully-paid private schools are complete, or have both primary and secondary, this 
proportion falls to 26% in private-subsidized schools, and 3% in public schools 
(MINEDUC, 2009).
This has an important implication for the educational trajectories of the interviewees: 
they do not have to make transitions until they graduate. Only six out of thirty 
interviewees moved from one private school to another. Only two of these moved in 
high school: Benja who was expelled and Arturo who enrolled the Naval Academy. 
The only one in the private sector who had a marked school transition was Kurt 
(chapter eleven). Certainly, this enhances the bubble character of these schools. By 
contrast, selective public schools generally start in year 7 so interviewees did have to 
make transitions -with the exception of Emilio’s school (chapter seven).
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But one form of enclosure is not present. All the elite private schools are day schools. 
Although some of them - particularly non-Catholic schools- started as boarding 
schools, in the second half of the twentieth century they started closing the boarding 
sections. Sending students away does not seem to be the strategy now, neither for the 
schools nor for the families whose ideologies are grounded on the idea of the “well- 
constituted family”. This is clear for instance in the case of Arturo, who, inspired by 
memories of a great-great-grandfather, made the decision to join the naval academy in 
year 10. This decision disrupted the “well-constituted” ruling class family order. His 
parents did not oppose to his decision but they did not like it either.
Leaving the house being 15, 16... not living with them... arriving only Saturday 
nights and leaving again on Sundays... It didn’t go with their system. In the end, 
I was like a boarder.
Being a boarder and not growing up under the parents’ control goes beyond the ideal 
of ruling class families. The ideal “unity” of the ruling class family and its relation 
with the educational system can also be seen in the fact that only Benja studied in a 
university outside Santiago and the great majority of men and women interviewed 
remained in their parents' house until they got married. Yet it is undermined by the 
fact that one in three of the interviewees had different family arrangements at some 
point during their school days.
Along with this “time” homogeneity, elite private schools offer heterogeneous 
gendered spaces depending on their religious type. At the time interviewees attended 
school, there were particularities that despite some changes -in some traditional 
Catholic schools- still remain.
■ Non-Catholic schools were all fully-coeducational. This means that boys and 
girls are always together except during physical education and sports.
■ Only one traditional Catholic school was fully-coeducational (Alejandro’s). 
One has recently turned into segregated coeducational (Francis’s). This means 
the children have classes according to their sex, but they share the playground 
during the breaks.
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■ All but one new Catholic movement schools were single-sex (John’s and 
Arturo’s school was segregated coeducational).
■ Selective public schools were all single-sex.
The gendered segregation of space is larger in Catholic schools, particularly new 
Catholic movement schools, and reflects their ideas about gender and education -  
generally grounded on the idea of sex-difference as a natural fact. In Charles’s and 
George’s school, owned by the Legion of Christ, although the female and male 
branches have the same name, are located in the same place, and have the same 
principal, they are physically apart separated by what was called by the students a 
calabozo (dungeon). Moreover, each section has its own deputy principal: the boys’ 
school led by a man and the girl’s one led by a woman.
The gender arrangement of space has important consequences in men’s lives. For 
some, it triggered being terrified about women during childhood (Francis, chapter 
three). For other, it allowed them to learn to be a “gentleman” (Emilio, chapter seven, 
and William).
Religiosity: between spirituality and action
Religiosity varied depending on the schools type. Catholic schools were obviously 
more religious than the other two types. Although there are common aspects between 
traditional Catholic and new Catholic movement schools -like compulsory religion 
classes and compulsory mass- there are also important differences between them.
New Catholic movement schools express a Catholicism more centered in spirituality 
and there was more pressure on students. These schools still use old fashioned rituals 
like the school mass in Latin (Benja’s). Students could have a spiritual director (priest 
or teacher) (Charles’ school) or a tutor (older student, John’s school). George states 
that the spiritual director “tried to do brain washing to you... almost forcing you to go 
to religious activities”.
Traditional Catholic schools promoted a more relaxed religiosity grounded on social 
action (service) rather than on spirituality. Among these schools it is possible to
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distinguish two groups. One was composed by schools that promoted a more socially 
oriented Catholicism (Alejandro’s, Samuel’s and Kurt’s schools) that included 
different types of social action activities and engagement with poor communities. The 
religiosity in these schools was more “open" particularly in the way students lived 
Catholicism, and priests exerted less pressure over students. Another group is 
comprised by Francis-Simón’s, William’s, Kate’s and Monica’s schools. In these 
schools, religiosity was between spirituality and action. The religiosity here was less 
hierarchical than in new Catholic movement schools, but less socially engaged than in 
the other group of traditional Catholic schools.
In traditional and new Catholic schools, religious peer-groups were important. 
However, there are significant differences. While in the latter groups of schools, those 
groups are aimed to biblical readings and policing boys’ lives, in traditional Catholic 
schools they are more “community of lives”. Kurt states that they expressed peer- 
group identity and practices, helped reduce the rivalries between school’s branches 
(upper and downtown), and allowed students to meet girls from all-girls traditional 
Catholic elite private schools. As Kurt puts it “they were only 20% religion”.
Religiosity was much less important in non-Catholic and selective public schools. 
Generally, in non-Catholic schools, students were able to choose between Catholic, 
Jewish and Protestant classes. The majority of them are under no congregational 
tutelage. However, Sofia, a business administrator who attended Germán’s non- 
Catholic school almost ten years before him, states that at her time the Legion of Christ 
was in charge of the students’ spiritual formation. In a context of secularism, alumni of 
selective public schools also had the opportunity to choose an elective subject of 
Catholicism -which many students didn’t take.
The spiritual and social religiosity of Catholic elite private schools has several 
limitations. The most obvious is the division between elite schools and non-elite 
schools, since many congregations and movements have some schools for the rich and 
others for the poor. Also, despite their claim of being “family schools” it is common 
that the schools made differences among students according to their family 
arrangements. This was the case of students with separated parents particularly in new 
Catholic movement schools (chapter four). Moreover, some priests were active in
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promoting social division among students between children from wealthy and 
prominent families and the rest, as we saw in Benja’s (chapter four), Charles’s (chapter 
five) and Francis’ (chapter three) schools.
Knowledge: rationality, creativity, competence and gender in the curriculum
In new Catholic movement schools, the curriculum was focused more on science and 
mathematics, and fine arts was not an elective during high school. This was a major 
source of conflict for Benja. It is not a coincidence then that the majority of the 
students from those schools choose business administration, engineering or law when 
they go to university. The restrictive and corporate-oriented curriculum went along 
with a kind of “pedagogy of competence” (chapter five). Both Charles and George 
state that their schools boosted academically outstanding students in traditional 
subjects regardless of who was left behind. Eva, an advertising executive in her mid- 
20s who went to an Opus Dei elite private school almost at the same time as George 
attended his Legion of Christ’s, states that the school “only promoted the politically 
correct not the ones that had other interests”.
In traditional Catholic schools and non-Catholic schools, the curriculum was more 
diverse. The first group of schools offered students the possibility to choose one area 
of their interest in the last years of secondary school and concentrate on it. The 
difference from Benja’s new Catholic movement school was that there was also the 
chance to choose an Artistic (Alejandro) or Technical (Francis, Simon) elective. The 
artistic interest of students was also promoted in workshops or extra-curricular 
activities (e.g. during the school week).
In all-girls traditional Catholic schools, particularly in older generations that graduated 
in the 1980s (Kate, Monica), the curriculum’s diversity was constructed mixing highly 
feminised elective subjects -cooking, embroidery and child care- with masculinised 
ones like advanced mathematics and sports. This expresses the ambivalent gender 
regime of these schools (chapter eight).
Non-Catholic schools have an even more diverse curriculum since the majority of 
them have an international curriculum (International Baccalaureate) along with the
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national curriculum. A common ground of the IB program or subjects was that the 
pedagogy and testing system was completely different. Instead of having regular tests, 
they had to write essays and do research work. Also, they recall the high level of 
difficulty of those subjects. This curriculum was complemented with different 
workshops and extra-curricular academic activities. These could include artistic 
workshops, computing, and advanced philosophy.
Like alumni of new Catholic movement schools, some alumni of non-Catholic schools 
suggest that their schools used to boost only the good students and did not care about 
average or bad students (Fedrerick, Sofia). Also common in both types of schools is 
that the high level of academic demand in the school included subjects at university 
level. This made the academic transition to university easy to some -particularly for 
those who did not make it to traditional selective universities. The division between 
boosted and non-boosted students will produce different hegemonic masculinities 
(chapter eleven).
The centrality of academic excellence in non-Catholic and new Catholic movement 
schools, means that alumni of traditional Catholic schools see those schools now as 
very competitive and centred on money and success. Sofia remarks that her former 
classmates are a bit shallow since they are more concerned with the job position and 
the amount of money they make than with other things. Kate and Maida, alumnae of 
the same all-girls traditional Catholic school and both previously or now married to 
alumni of Germán’s and Sofia’s school, agree that those alumni have different values 
focusing more on material success.
Another element that distinguishes non-Catholic elite private schools from all other 
elite private schools is that the former are generally bilingual. This was possible 
because they were established by non-Spanish speaking expatriate communities. In 
Germán’s and Frederick’s schools, even sports were taught in English. In contrast, 
other elite private schools had only a few hours of English per week, generally taught 
by non-native English speaking teachers. Igor, alumnus of a traditional Catholic elite 
private school, states that one of the main shortcomings of his school was a second 
language. Some traditional Catholic schools, particularly those established by
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American congregations, were bilingual in the past. Kate, for instance, regrets that she 
did not have native speakers as teachers as her mother did.
Streaming was a common practice in all elite private schools, but it was reduced to 
mathematics and languages in secondary school. Although the literature on 
masculinities and schooling emphasises that streaming is a source of hierarchies 
among boys (Connell, 1996), in the interviews that I conducted there are no memories 
of streaming provoking division among students. On the contrary, sometimes being in 
the lower stream could be a source of prestige among students (chapter eleven). In 
some non-Catholic schools, the language streaming might have had an indirect impact 
in producing hierarchies among students (chapter six).
In selective public schools, the curriculum has similarities and differences with elite 
private schools. At Pedro’s school students were able to choose an area of their interest 
in high school, but no other form of streaming was present. The choice was made a 
couple of years earlier than in elite private schools. As in new Catholic movement 
schools, fine arts was not much promoted, though there were some alternatives (either 
music or plastic arts). Foreign languages were even more limited than in Catholic 
schools. Finally, like non-Catholic and new Catholic schools, these schools are 
extremely academically demanding, making it very difficult to get high marks (chapter 
seven).
The body: sports, discipline and sexuality
At school, men and women were taught how they were expected to use their body as 
men, women and members of the ruling class. When talking about discipline the 
majority of the interviewees referred to “personal appearance”, concerning the body in 
a range of situations from uniform to hair style, from being punctual to different forms 
of punishment. However, the discipline code was not homogeneous among elite 
private schools. Traditional Catholic schools that taught a more active Catholicism had 
a more “relaxed” discipline. In Alejandro’s school, for instance, there was a system of 
auto-discipline were students could decide whether they entered classes or not, only 
having to achieve 80% of attendance. The uniform was very relaxed and male students
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did not have to always wear a suit and a tie. Students could even make some alterations 
to the uniform to make it look cooler.
The rest of traditional Catholic schools (Kate and Maida, Monica, William and Igor), 
new Catholic movement and non-Catholic schools had a more strict discipline. The 
unifonn was more severely controlled, particularly in all-girls schools. Girls had to 
wear the school skirt covering at least half of the knees and could not go to school with 
colorful backpacks or hairgrips, let alone put on makeup or showy earrings. In many 
cases, students not wearing uniform could not enter the school, and wearing it properly 
was policed even outside the school. Germán states that in his school there was 
“British discipline... in my time it was a brute school, with brute discipline”. Alumni 
of these schools also recall many punishments for misbehaving that ranged from 
having to attend the school on Saturdays to random and scarce physical punishment.
The situation in selective public schools was between these two patterns but slightly 
closer to the last groups of schools.
In this context, sexuality has a paradoxical place in Chilean elite private schools. 
Although it is present everywhere, as students and staff are sexed beings, it is absent 
from the schools’ formal activities. All interviewees state that they did not have sex- 
education in their schools, or when they did, it was only a “brushstroke”. There were, 
thus, no conversations about pleasure or power in sexual relations. Issues of STD, 
HIV-AIDS and modem contraception methods were barely addressed. Generally, 
sexuality was associated to marriage and procreation, particularly in Catholic schools. 
It is important to stress that the lack of sex-education is a generalised problem in 
Chilean schools (Olavarria, 2001, 2005).
There are slight differences among elite private schools, particularly depending on 
their Catholic type. Alumni of new Catholic movement schools suggest that in their 
schools sexuality was a taboo or that it was treated as something bad or dangerous. 
Alumni of traditional Catholic schools suggest an equally restricted approach to sex- 
education but without the permanent association between sexuality and sin. William 
states that in his school “it wasn’t the Opus Dei that says that [sexuality] is bad, a sin”. 
In some cases, sexuality was taught as a promotion of heterosexuality and female
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subordination (chapter twelve). Kurt describes the scarce sex-education at his 
traditional Catholic school as “quite machista... quite horny”. He states that teachers
Told us: ‘the part that excites women is the crotch. You have to touch it’. They 
also told us a lot about how to seduce women, how to go with them in all their 
sexual process that is slower than ours.
The coeducational character of the school also made some differences. Although in 
some fully-coeducational schools, it was possible to have a partner, this did not go 
further than walking hand-in-hand, and clearly, in a context of heterosexuality. In the 
case of some all-girls school, particularly in older generations, students were even 
forbidden to have partners outside the school. In single-sex schools, particularly elite 
private ones, the presence of people from the other sex was reduced to the minimum, 
particularly among teachers, but not administrative or working staff. It seems that the 
picture was more brutal in new Catholic schools and in all-girls traditional Catholic 
ones. Benja’s and Charles’s case studies both indicate that there were almost no female 
teachers in secondary school, and that the majority of the women were confined to the 
kitchen.
Sports were also a ground to frame students’ bodies in class and gender lines. There 
were important differences in the practice and meaning of sports between elite private 
and selective public schools. Elite private schools had excellent infrastructure within 
the schools, selective public schools had to go outside the school to practice sports. 
However, Catholic and non-Catholic schools differed in the way they practiced them. 
The type of sports that were more popular was different: in non-Catholic schools it was 
rugby (men) and hockey (women); in Catholic ones it was soccer (men), basketball 
(women) and athletics.
In all types of elite private schools, sports promoted a sense of internal and external 
competence. Internally, these schools promote competence during the school’s week. 
This was a very well remembered event for all interviewees (Amelia, Kurt, Germán, 
Alejandro, Samuel). For senior students, it was an obligation to win the week. In 
Germán’s and Amelia’s non-Catholic schools, the internal competence was organized 
through inherited “colours” from one generation to another. Externally, sports
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competence was organized around sports championships. While traditional and new 
movement Catholic schools competed in almost the same championships, non-Catholic 
schools had their own competences. Germán states “we played games, but we were not 
champions.. .You play for the honour of winning. Then, you win and it’s over”. This 
sense of competence wasn’t promoted in selective public schools.
Sports also shaped gender relations not only in the type of sports that boys and girls 
could practice, but also in formal competitions. One of the most traditional 
competitions for Catholic schools is the Santiago school’s athletic competition. There 
is also a stand competition -that involves dance, decoration of the stands, and cheering 
the athletes. All-boys schools had to make alliances with all-girls schools, so girls were 
the cheerleaders of male athletes (chapter eight).
Society
Probably the main source of difference among these schools is the way elite private 
schools relate to society. This was also one of the reasons for the contemporary change 
in the elite private schools’ landscape. In 1960-70s, some traditional Catholic 
congregations (Francis’s, Alejandro’s, Kurt’s) changed their religious orientation after 
the Second Vatican Council to what Thumala (2007) calls “faith” and “justice”. This 
implies an opening to the reality and starting processes of social integration. This was 
seen as social and political activism by the traditional fraction of the ruling class who 
started moving to new Catholic movement schools which were perceived as less 
involved in politics and where wealth was a sign of success. In this section, I will 
explore the relation of elite private schools with society in terms of politics, global 
connections, and in the relation with other classes.
Politics
Alumni of different types of schools suggest that politics was an issue in which only a 
minority of the students was involved. This can be related to the fact that interviewees 
attended schools in two different processes of institutional dépolitisation in Chile: 
during the 1980s due to the civil-military dictatorship, and during the 1990s due to a 
demobilisation process led by the Concertation (centre-left coalition that ruled Chile
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1990-2009) aiming at a quiet process of transition to democracy. With a few 
exceptions, only after the Plebiscite (1988) students and teachers of elite private 
schools started to speak more about politics and to be more conscious about the reality 
of the country. This can also be related to the bubble character of elite private schools 
that isolate students from society, particularly during turbulent times. For instance, 
although secondary students from public schools had a major role in the social protests 
in the mid-1980s, none of the interviewees who attended elite private schools at that 
time participated in them and only a few have memories of them.
The way in which politics was experienced in these different historical contexts varied 
depending on the type of school interviewees attended. All alumni of new Catholic 
movement and non-Catholic schools describe their schools as right-wing or very 
Pinochetista (Pinochet supporters). Both older and younger generations state that there 
were not many political conversations or much participation in their schools. Germán 
recalls that the student union was “something really incipient” at his time. Frederick, 
the only professional politician that I interviewed, states that his school had nothing to 
do with his involvement in politics. In the younger generation of these schools, the 
situation was not very different. Amelia describes the student union of her non- 
Catholic school as very ABC1 since they were only interested in school issues (e.g. 
organizing the school’s week). Charles says they never studied anything of recent 
history in his school. In some new Catholic movement schools, students could only run 
for the student union with invitations from the teachers.
In traditional Catholic schools, the situation was more heterogeneous. Again the 
majority describes their schools as right-wing, but it is possible to distinguish two 
groups of schools. First, single-sex schools that promoted a more spiritual Catholicism 
were politically similar to non-Catholic schools and new Catholic movement schools.
In these schools, families were very Pinochetista, teachers also controlled which 
students could run for the union, and there was not much teaching about what 
happened in Chile after 1970. All-boys schools in this group had more political activity 
and diversity than all-girls. William recalls that they had civic education where 
political debates happened. Igor states that although his school was more conservative, 
various progressive left-wing politicians studied there.
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There was a second group of traditional Catholic schools that were more politically 
active. Alejandro, who graduated in the mid 1980s from the same school I attended, 
states that in his school there were many debates and reflections about the political and 
economic situation during the dictatorship. The students’ union was democratically 
elected and had a “leading role” in all debates. He even recalls that students organized 
a strike and a day of reflection after the murder of three school teachers from a non­
elite private school by the repressive apparatus of the dictatorship. Kurt and Samuel, 
who both graduated in the late 1990s and attended different branches of the same 
congregation, suggested that their schools were more Concertacion supporters. Kurt 
states that the students’ union was a very important aspect of the school everyday life 
and that they even had positions like “ministers”.
John offers a vivid image of his father’s perception of how politics was lived in a 
traditional Catholic school of the second group. He was initially enrolled in 
Alejandro’s school since his father had studied there, and wanted a pluralistic school. 
By the late 1980s, with the political effervescence of the plebiscite and the end of the 
dictatorship his father started to feel uncomfortable at the school.
The [name of my school] was very politicized at that time. My father didn’t like 
priests involved in politics, particularly if they were involved to the side that he 
disliked...My father was extremely momio (right-wing supporter) and the priests 
were very left-wing...My father believed that the school was making our life very 
difficult.
In this context, John was changed to a new Catholic movement school that was 
perceived as less involved in politics. This educational trajectory can be seen in 
Charles’s, George’s, Benja’s, Maria’s and Eva’s families though not necessarily 
because of the same political reason.
In selective public schools, politics was more present than in elite private schools. But 
again it depended on the generation. Pedro, who graduated in the late 1980s, states that 
his school was definitively more left-wing and that there were only a few right-wing 
supporters. He was not involved in politics. However, he recalls that as the school was 
downtown, politics was part of their everyday life. Rallies occured in front of the
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school, and if the things turned violent they “had to escape from the guanaco (police 
water cannon truck)”.
It is not casual, then, that in the context of the 2006 and 2011 students’ movements, 
school students have been led by selective public schools that were extremely active in 
marches and rallies, and also occupied their schools for months. The great majority of 
elite private schools’ students weren’t involved in the mobilisation with the exception 
of some traditional Catholic schools of the second group. However, their involvement 
took the form of reflection days mostly. Only a few times some students went to 
political rallies and marches downtown, and no elite private schools were occupied. 
This might be related to the class compositions of these two types of schools where 
selective public schools cater more lower-middle and working class students, and with 
the fact that these schools, unlike elite private ones, depend on public funding.
Global connections
It is possible to distinguish structural and contingent global connections of elite private 
schools. The structural or historical global connections are given because of the way 
the schools were established. With a couple of exceptions, both Catholic and non- 
Catholic elite private schools were established by western European or American 
congregations or immigrants. This fact produces an immediate link of dependence 
between the schools’ educational projects and the global north, a situation that has an 
impact on school dynamics like curriculum, pedagogy, code of discipline, religiosity 
and sports.
The contingent or recent global connections occur especially through study trips 
overseas or to the far-north or the far-south of Chile. Unlike the other school processes, 
it was not possible to detect a specific pattern depending on the type of elite private 
schools, but this was less common in selective public schools. These trips not only 
served their institutional purpose, but were spaces for first sexual experiences and 
alcohol and drugs consumption (chapter twelve).
It is interesting how interviewees from different types of elite private schools from 
different generations make similar references to the chaos and disturbances produced
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by students on such trips. In the mid-1980s, Alejandro recalls that they practically 
destroyed the hotel including throwing a public telephone through the elevator shaft, 
and what he calls “a mythical accusation of rape'’. In the 1990s, the story was repeated. 
Sofia says that the school had to suspend the traditional trip to the UK because on a 
previous trip, students were caught stealing jewellery and they were almost arrested. 
The disorder of the students was the reason that Amelia gives for going to a posh 
cruise in the Southern fiords of Chile instead of overseas. “Teachers were afraid of 
drugs and alcohol”. However, in an anti-alcohol raid they found more than 130 bottles 
of spirits in one night for almost the same number of students.
Sometimes, particularly after an economic crisis, the planned trip was not always 
possible. Igor recalls that they did not have a study trip because many parents were 
broke due to the economic crisis of the early 1980s. In the late 2000s, George says that 
in his generation the students had two different study trips. Students from wealthy 
families went to Germany while students who did not have the resources went to the 
north of the country.
Other forms of global connections, although more reduced, included having sports 
trips to Argentina or the UK (non-Catholic schools) or study interchange. In the mid- 
1980s, Monica, an alumnus of an all-girls traditional Catholic school, went to Germany 
for a semester. In the mid-2000s, George went to the US. However, while Monica 
went to live with a local family and attended a local public school, George went to a 
boarding school that belonged to the same new Catholic movement that owned his 
schools.
Relationship with other classes
The inter-class relationship at schools takes different forms in elite private schools.
One is when schools hire workers (men), cooks and cleaners (women). There are not 
many narratives about these relations. In some cases, students didn’t relate to them at 
all. Benja states that women working in the kitchen, the only women at his school, 
were “hidden” (chapter four). However, there are two ways in which elite private 
schools institutionally promoted the relation between students and people from other 
classes: service, and integration policies.
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The way in which the relationship with other classes was promoted expresses the 
educational project of elite private schools very well. It can be related to different 
school dynamics but particularly to the type of Catholicism practiced and the schools’ 
political orientation. Traditional Catholic schools are more inclined to promote these 
types of relationship than non-Catholic schools.
Among traditional Catholic schools, those that are more politically diverse and practice 
a more active Catholicism, were more active in promoting relationship with other 
classes. Service covered a number of activities including “works” during winter and 
summer holidays to repair poor people’s houses or schools either in Santiago’s slums 
or in the north or south of Chile, or visiting children or elderly people nursing homes. 
The relationship with other classes also took a religious form. It was composed 
principally by “missions” where students spread the word of God to people in rural 
areas. This sort of relationship was also promoted by new Catholic schools.
In both social action activities and Catholic missions, people from other classes were 
seen as subject-objects in need of being helped, almost without agency (see Ziegler, 
2004). People from popular classes were seen as “social-others” that needed to be led 
or rescued. The relationship was never in terms of equals and tended to naturalize 
relations of domination and subordination. Generally, these activities lasted no more 
than a weekend or a week, and after the “work” or the “mission” concluded, there was 
no more relationship. These activities were voluntary, so many interviewees didn’t 
participate. In terms of the social structure, these activities had a more paternalistic 
than transformative character. In terms of the students, they allowed them to have a 
brushstroke of reality outside their bubbles. Also, it allowed them to differentiate 
themselves from non-Catholic elite private schools where the relationship took the 
form of pure charity.
A couple of traditional Catholic schools had more radical activities. In Kurt’s and 
Samuel’s schools, there were “Factory works” as integral parts of the curriculum, and a 
mandatory activity. This involved students going to live in working class areas and 
working in a factory for one or two weeks in year 11. This “Factory works” replaced 
the traditional study trip that the majority of elite private schools have. In Alejandro’s
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school, at his time in the early 1980s, there were still some elements of the integration 
project that in the early 1970s triggered that some parents abandoned the school and 
established Benja’s school (chapter four). One element was that very few students had 
the possibility to go to live with a family in a slum where the congregation worked 
during senior year. Alejandro wasn’t that radical because his parents were afraid that 
something could happen to him in a context of violent repression and street protests. 
The other element was children from working class attending his school as part of a 
scholarship program to poor students.
Despite these efforts, the integration processes had their limits. Samuel, a journalist in 
his early 30s that works at the same university than Kate, recalls that the factory where 
many of his friends were sent was owned by the father of one of them. Alejandro states 
that the integration was never possible at his school.
At my time in my course there were still some machucas... two people who 
came through that social insertion project that the school conducted, that 
experiment... they finished year 12 but there was never full integration. There 
was a girl and a boy. With the girl, a complete interaction was never achieved. 
And now when we get together... she tells her experience. It was not easy for her. 
I never felt her so critical, so marginalized at the school. But she felt different... 
She didn’t want to tell us what she was living in terms of her family, what their 
own reality was ... Here the bubbles were generated and were never opened... 
With the boy there was more integration^.
This narrative expresses how processes of marginalisation and subordination can be 
produced at the same time and experienced by the same person in a specific situation.
It assumes that the effort of integration should have been made by the less powerful 
(working class girl) and not the other way around (ruling class boys). Also it shows 
how the huge differences were grounded on family practices (“reality”) but activated at 
school (“interaction”). The class boundary production is central to the narrative since 
there is a clear distinction between “we” and the “others”.
2 ‘Machuca’ is a term popularized by the homonymous film written and directed by an alumnus o f Alejandro’s 
school. It describes the school’s social integration project from the point of view of a ruling class and an 
“integrated” student (Pedro Machuca) during the last year of Allende’s socialist government.
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Reflections
Elite private schools paradoxically transit between a social imaginary of “bubble” and 
“heterogeneity” that produces a sense of “diversity without diversity”. This dual and 
contradictory process has important consequences for the formation of the 
contemporary ruling class. Through several institutional processes, this paradox allows 
elite private schools to differentiate from non-elite schools, but in parallel to present 
themselves not as a homogeneous bloc. In this operation, the ruling class is created as 
something different from the rest, from others, but simultaneously dissolved in its 
heterogeneity.
This paradox is one of the elements that allows the ruling class to maintain its 
hegemonic position. First, the heterogeneous educational offer adapts to the rise and 
fall of different ideologies within the ruling class, providing alternatives for different 
fractions. This can explain the difference in some school dynamics (e.g. rationality and 
competence versus creativity), but particularly, in the way the school relates to the 
society. Second, this diversity reduces potential conflicts within the ruling class on an 
issue that historically has produced tension among them (chapter one). Basically, if 
you don’t like one aspect of one school or group of schools you can move your child to 
another school within the sub-system. Finally, this diversity blurs the obvious 
exclusion of the majority of the population from this exclusive sub-system. This is a 
major hegemonic operation because it actively produces class differences, but in 
parallel denies their existence.
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Chapter Eleven: Unstable masculinities, durable inequalities: power 
and hegemony among ruling class men
Introduction
This chapter examines the unstable character of hegemony masculinity. In the life- 
histories, I found that the construction of hegemony is not a homogeneous and 
unidirectional process that can be embodied immutably. Thus, access to institutional 
power and economic privilege does not necessarily assure access to a total hegemony. 
Different sources of instability are analysed. The chapter first explores the struggle for 
hegemony at school level. Then, it moves to examine different transitions and fractures 
in the life-course of ruling class men. It is argued that this instability is a hegemonic 
mechanism that underpins durable inequalities in the gender order.
Hegemonic masculinities at school
As we saw in chapter one, Anglo-Saxon studies on men and masculinities in working 
and middle class schools have stressed that even in one institution it is possible to find 
multiple forms of masculinities that are organized hierarchically. However, these 
studies generally suggest that only one pattern of masculinity becomes hegemonic in 
the school setting. The scarce literature that connects masculinities with ruling class 
generally gives a homogeneous idea of the gender process in those institutions. 
Donaldson and Poynting (2007, p. 235), for instance, stress that all-boys’ elite private 
schools promote a masculinity that is “competitive, repressive, aggressive, and 
autocratic” where “friendship is unreliable and dangerous”. Implicitly they suggest that 
the hegemonic form of masculinity in those schools is exclusively constructed in those 
lines.
The findings of my research show some similarities and differences with the Anglo- 
Saxon literature. In all narratives, a hierarchical organization of different patterns of 
masculinities appears. However, at the top of the hierarchy, there seems to be a 
struggle between two forms of masculinities. At first level, the most prestigious or
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admired form of masculinity generally enacts qualities that are separated from the 
school educational project. In different types of schools, masculinity is associated with 
being taquilla or bacán (cool). This is expressed by being popular among girls, 
extroverted, not a very good student, but good for carrete (parties, binge drinking, 
music, etc) and for getting into fights. Benja, Oscar and Charles embody this 
masculinity. But examining this narrative closely, it is possible to find a masculinity 
that is constructed within the line of the school educational projects. This sort of 
masculinity varies depending on the type of schools. In English oriented non-Catholic 
schools, it is related to the idea of being all-rounded (Germán, Ernesto). In new 
Catholic movement ones, it is associated with religiosity and academic success. In 
some traditional Catholic schools, it is related with being socially engaged. Both forms 
of masculinities work together producing the legitimization of men’s domination over 
women. I will develop this idea examining Kurt’s school experience.
Kurt attended up to year 6 a newly established and small coeducational private school 
near his parents’ house in the western fringe of the upper-town. Convinced by his 
father, he applied to one of the oldest traditional Catholic elite private schools in the 
country to improve his chances to enter university. He couldn’t make it to the upper- 
town branch but he was accepted in the downtown one.
It was a tremendous change in his life, “a painful crisis”. Kurt had difficulties in 
adapting himself to this completely different reality. It was a huge and impersonal all­
boys school, located downtown -which implied riding a bus for one hour, something 
that he had never done before- and, unlike elite private schools in the upper-town, with 
a “fauna of classmates” from all over Santiago (chapter ten). “A diversity that I 
couldn’t understand at the beginning”. He also had problems understanding the 
school’s educational project that “combined this sort of academic excellence... with 
this social orientation”.
His “survival” strategy was joining the bacanes group. “The typical guys who teased 
the nerds... [they were] bad students... that had carretes during the weekends, where 
we drank and smoked a lot”. It was a group known in the class as “the Death Row”. 
The group was “territorially positioned in the classroom” and challenged the school’s 
discipline. One of the main characteristics of that masculinity was having success
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among girls. The group was highly sexualised as part of their masculinity positioning. 
Women were “instrumentalised... as a form of getting sexual activities... and presents”. 
Showing off about their sexual feats was common, but penetrative sexual intercourse 
wasn’t actually common. Some group members had a punk band called “The Crotch” 
that played in all-girls schools downtown (probably the name came up after the 
machista sex-education classes they had, chapter ten). The “natural leader” of the 
group was the captain of the soccer team “a tall guy, moderately handsome, his father 
had some money, he had some technological gadgets”. This group embodied an 
oppositional masculinity, and Kurt “felt comfortable with their style... I have an 
extroverted personality”.
The other relevant group at the school was “the Golden Boys [in English]... they were 
the guys who had the blessing of the management.... they were the most active guys [in 
the school activities]. But they weren’t brilliant academically”. They had a completely 
different relation with women and alcohol. “They were ultra moralists, liked no sexual 
relations before marriage... none of them drank alcohol”. While the “Death Row” 
Catholic religious community’s name was aphrodisiac, the one of the “Golden Goys” 
was an acrostic made of their girlfriends’ names. Golden boys, thus, embodied the 
official version of masculinity.
These two masculinities embodied in two peer-groups can be found in different 
schools though not necessarily with the same group consistency. For instance, Benja is 
a clear example of an oppositional hegemonic masculinity in a new Catholic 
movement school -where the young members of the religious group embodied the 
official hegemonic masculinity. In an English oriented non-Catholic school, Germán 
embodied the official hegemonic masculinity being prefect, head-boy, colour-captain, 
and captain of the rugby team. He was also awarded “almost every year” the all-round 
prize, the most important prize in the school. He frames this official masculinity in 
terms of the emblematic or positive leadership and opposed to a “negative” leadership 
embodied by boys who resisted and confronted the rigid British discipline of the 
school.
Along with these two hegemonic masculinities, other masculinities can be found in 
ruling class schools using Connell’s (1995/2005) relational approach. The majority of
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men seem to have embodied a complicit masculinity. This masculinity can be 
associated with the idea of being “normal”. Interestingly, a large number of 
interviewees positioned themselves as normal or in between different groups. Also, 
some of them even suggested that they neither had any traumas from their school days 
nor participated in bullying. However, they did support some of those subordinating 
activities.
The other masculinity present in their narratives is subordinated masculinity. Boys 
who were not able to accomplish what Simón calls “the prototype” embodied a 
subordinated masculinity. Students who were physically different, introverted, quiet, 
weaker, less skilled for sports and timid or considered effeminate by other students, 
were teased and bullied. Introverted students were literally “eaten by the machine” 
according to Charles. Homosexuality worked as a permanent boundary against which 
hegemonic masculinities were measured in all elite private schools. Like many 
interviewees, Kurt states that he
Never heard [about a gay student] but there always existed the mariconcito (little 
fag)... two or three that were more introverted, more effeminate... because they 
had a high- pitched voice or they had an inclination towards fine arts (chuckles).
Finally, it is possible to distinguish an emergent form of masculinity, one we can call 
alternative masculinity. This is a masculinity that is similar to the personalized one 
found by Swain (2006) in primary schools in London (see chapter one). In a ruling 
class context, this masculinity was based on practices that contested and differed from 
the school mainstream both in oppositional and official terms. Simón and his friends 
embodied these masculinities within the school as being members of the most left- 
wing Catholic community. This masculinity does not only differentiate itself 
ideologically, but in its practices. However, this is a masculinity whose boundaries of 
practice are not fully constituted, it is a masculinity in formation that sometimes can be 
more equitable, but more complicit other times.
Between the two patterns of hegemonic masculinities in elite private schools, there are 
a couple of commonalities that can help us to understand how the struggle for 
hegemony worked. The first one is the role of sports. In some narratives, sports are
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more associated with the official masculinity. Simón suggests that “being from the 
school [soccer] team strongly linked you to representing the school spirit”. In other 
cases, athletes do not necessarily gain their ascendancy by oppositional practices like 
carretes. Frederick states that “it was almost bacán not going out [during the 
weekends] because you had a competition the next day”. In other cases, being a sports 
star was an integral condition to embody an oppositional hegemonic masculinity. The 
leader of the Death Row, for instance, was the captain of the school’s soccer team.
Another commonality is the process of subordination of boys who were different. 
Although the subordination of boys to these practices implied that many students had 
to leave schools in many cases, only a few male interviewees, looking backwards, 
consider these practices severe (Frederick, Kurt, John, and Amelia). The majority of 
men tried to minimize these practices suggesting that it was only verbal teasing more 
than physical. Francis suggests that his school was respectful. Igor, Simón and 
Alejandro even state that there were boys who liked to be teased, that were searching 
to be teased. Oscar, who was suspended for bullying other students, declares that “it 
was something very naïve, unsystematic...nobody was hurt”. Germán states that there 
were some abusive students, but he normalizes the situation suggesting that it was 
“like elsewhere”. In the process of the formation of a man you have to learn to defend 
yourself “not to be eaten”.
The last commonality is the subordination of girls and women. Within the school 
setting, boys who embodied an oppositional hegemonic masculinity during their 
school days were more explicit in this process. As Kurt says, they “instrumentalised 
women”. Alcohol consumption, sometimes, was related to having an easier access to 
girls -to be more confident. Women were literally “objects of desire”. Benja even had 
a classification of girls depending on the private school they attended and he preferred 
the ones from a traditional Catholic private school rather than from a new Catholic 
movement one because “they were more sueltas (easier)”. Boys that embodied an 
official masculinity required a more subtle process of women’s objectivation grounded 
on the idea of respect. It is the model of the gentleman embodied by Emilio who learn 
at school to “treat” women respectfully and “protect” them because “they are weaker”, 
or William who was taught at home that “men have to open the door to women, men 
are the last ones to sit down, men have to take out the chair to women”.
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The process of women’s subordination is interwoven with class when exerted outside 
the school setting. In more than half of the men’s case studies there are mentions of 
relationships with women from other classes. Such the relationships aren’t established 
in the way they establish relationships with ruling class women. These relationships 
explicitly seek sexual favours taking advantage of their class and gender positions. 
These stories, where generally the interviewee was not the protagonist, were present in 
the narrative of men from all ages and from all types of elite private schools. I will 
return to this in chapter twelve.
In terms of power, it is difficult to say which of both groups embodied “the” 
hegemonic version of masculinity at schools. It is also difficult to distinguish the 
hegemonic pattern from the dominant and the dominating ones (Messerschmidt, 2010, 
2012). In Kurt’s case, the Death Row collective practices clearly promoted the 
subordination of women and weaker masculinities and enhanced their prestige through 
different body practices. Probably some students were afraid of them while others 
could have tried to be accomplices with them. Clearly they were able to dominate the 
school landscape. But did they have the capacity for legitimating their practices since 
they didn’t have access to institutional power within the school structure? The Golden 
Boys, on the other hand, had access to institutional power since they were the ones 
who controlled the school’s main activities -including the large budget for the school 
week, and the membership to the Catholic communities. They could have embodied a 
dominating masculinity in relation to the school, for instance, controlling the student 
union. But they clearly didn’t dominate the Death Row members.
Masculinity transitions
One of the elements that stands out in the narrative of these men is that, in embodying 
any of the hegemonic masculinities, not all men embodied all the practices (Connell, 
1995/2005) or qualities (Schippers, 2007) associated with them. In the case of 
oppositional hegemonic masculinity, for instance, the full list of having success with 
women, being aggressive, bad students, and good for carretes rarely was embodied by 
a single individual. Moreover, embodying these practices and qualities can vary 
through time. I call these variations -in one individual in one or different moments-
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masculinity transitions. In what follows, I will examine these transitions in one 
institutional setting and during the life-course of ruling class men.
Transitions within an institution
Some transitions can happen within one institutional setting. At school level, the first 
type of institutional transition is embodied by Francis who was able to transit between 
the taquilleros (cool) and the máteos (swots) groups practically at the same time. He 
embodied a mix of oppositional and official hegemonic masculinity. Francis was part 
of the school’s athletic team, hung out with girls, and spent the breaks with the 
taquilleros groups. But when he got into the classroom he was from the group of 
máteos and was invited to the principal’s exclusive meetings.
Kurt embodies another type of transition. In year 11, he broke with the Death Row 
after getting involved with the group’s leader’s sister, one boozed party night. This was 
considered a major fault in a culture where “women were instrumentalised”. At the end 
of the year, and after the mediation of a classmate, Kurt joined the Golden Boys. 
Interestingly, Kurt’s group transition happened when he started adapting to the school 
official culture. It was a turning point in his life. Kurt moved from “having a conflict 
with the institution” to receiving the school’s spirit award. The transition coincided 
with an improvement in his academic performance and more involvement in school 
activities.
Being a member of the Death Row was not a static issue. While a member of that 
group, Kurt embodies another type of transition, similar to the one by Francis. He 
embodied a masculinity that was grounded on teasing weaker guys, and going to 
carretes. Along with those practices, Kurt also liked fine arts that was considered a 
“fag subject”. However, he was prevented from being teased because he emphasized 
his womanizing practiced. The same can be said about Germán, who could have been 
teased because he was a swot, but his sports abilities put him in a power position that 
prevented him from being teased, and on the contrary, was protected by his group of 
friends.
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In Francis and Kurt’s transitions, there is a similar pattern underneath. In both cases, 
there is a class anxiety about professions and success, promoted by their fathers. 
Francis seems to have felt the pressure of “having to do something with his life” of 
“not being an idiot”. In his case, the pressure was not to maintain the privileged class 
position of his family, but also a masculinity grounded on rationalism and 
intellectualism. Kurt felt the same pressure but in another class context. His transition 
occurs at the same time that he started being aware of the importance of school marks 
to get to university. Being a son of a father who was a “survivor”, the only one of eight 
brothers who finished secondary school, getting to university was a requirement to go 
upwards in the class structure.
At school, it is possible to distinguish another sort of masculinity transition. It is a 
transition among different masculinities at the same time, but in different institutional 
settings. Simón wasn’t part of the school’s cool group; he was “a bit perno (nerd)”. He 
and his friends were members of a Catholic community that proposed a more socially 
engaged Catholicism. It was a more alternative masculinity at the time -politically (left 
wing) and in relation to sexuality (“self-controlled”). But he transited between 
different masculinities. Simón was teased and given nicknames because of the way he 
dressed (subordination), he fought back defending his masculinity and even learnt and 
taught Kung-Fu (hegemonic). He also participated in the frenetic farewell week during 
the senior year -going to Kate’s school and throwing tomatoes and wetting female 
students with watering hoses (complicit). Francis also embodied this transition late in 
secondary school when he started going out with his older cousin who had arrived 
from overseas. He was one “step above” the school’s cool guys. He started driving 
without a license, binge drinking, joined a karate academy.
Transitions through life
These transitions can be seen beyond the school. Some are related to a break in what 
was supposed to be done. This is the case of work and sexuality. It can also be related 
to class mobility or in relation to domestic work. I will analyse a couple of examples 
by focusing on life breaks that change the masculinity trajectory of these men.
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A transition of hegemonies grounded on work expectation is found in Germán’s case. 
Although he embodied an official masculinity at school, he didn’t follow the exact 
path that he was expected to. He states that in his school there was a common (or 
expected) trajectory for alumni (the one that embodied the official hegemonic 
masculinity): “studies engineering at [name of traditional selective university], works 
at [name of transnational corporation], and then goes to Harvard University”. Although 
he followed the first step and half of the second, he made some “against the grain” 
decisions. He quit from an important transnational corporation - “the most desired by 
MBAs holders”- that offered him a prominent career, and chose a non-traditional (for 
him) destination to complete his postgraduate studies. He has made different moves 
against the grain, searching for balance and harmony. In these moves, Germán has 
tried to overcome the traditional model of hegemonic masculinity in the ruling class 
that is “full work-oriented” (cf. Francis). These transitions can be seen as “mini­
trajectories”.
Ernesto, on the other hand, expresses a transition from an official hegemonic 
masculinity to a non-hegemonic one based on sexuality. Like Germán, he enacted an 
official masculinity at another non-Catholic school. He was a member of the choir, 
chief of alliance for the school week, deputy-president, secretary and treasury of the 
student’s representative union, he played rugby until year 8. He was also awarded one 
of the school’s several prizes and was nominated to receive the major award of the 
school in year 12. Following this path, and instilled by his father, he entered to 
business administrator in a traditional selective university. However, he had an internal 
conflict: he was gay. Oppressed by the conservative sexuality of the ruling class and 
the heterosexual gender regime of the school, he only dared to speak about it many 
years after graduating from school, after struggling alone for years. Although he knew 
he was gay from his adolescence, he consciously “passed” as a heterosexual man and 
embodied an official hegemonic masculinity. At school, he used to bully weaker 
students and date different girls. He even hid behind a story of unrequited love to avoid 
any questioning about not having a heterosexual partner. The axis of his conflict was 
not only that there were no other (ruling class) gays in the world, or that he wouldn’t 
be able to give grandchildren to his mother, but that in a patriarchal society he would 
have to abandon certain privileges and struggle from a more subordinated position.
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The process of reconciling with his sexuality also involved a change in his university 
trajectory moving to architecture first and to landscape gardening afterwards.
Arturo embodies the opposite transition. He was an extremely shy and introverted 
child with learning difficulties. He didn't embody any of the characteristics needed to 
embody one of the hegemonic masculinities at school. He was teased by different 
students in the new-Catholic movement school. He “swallowed” everything. In year 
10, he enrolled in the Naval Academy. He went to the exigent physical training to 
become a Navy official. He got involved in some fights and went out to chanear 
(chapter twelve). However, after quitting, he was enrolled in the same non-elite private 
school where Benja finished secondary school. It was a “jungle” not only academically 
but also among students. He had to learn to defend himself. He then developed his 
personality and made a lot of friends at university. He now works as a manager in his 
father’s company. Arturo’s case shows us multiple trajectories from subordination to 
complicity and perhaps to hegemony. It could be a hegemony that is displayed in the 
sphere of work, which can instill power in formal contexts, but not at personal level. It 
is a masculinity that needs spaces of security to be complete. It is a vulnerable 
hegemony.
Finally masculinity transitions can take another pattern from practicing a more 
equitable masculinity to a return to a more traditional one. Benja’ case, for instance, 
illustrates how a failure in a more equitable relationship where his first wife was 
empowered and economically independent, led him to a relationship where his second 
wife, although professional, was less independent and empowered. In a critical 
situation like this one, sometimes we don’t see changes in men’s practices, but on the 
contrary, a backward trajectory towards traditional practices.
Fractures of hegemonic masculinities
The fractures of hegemonic masculinities can be related to different personal or 
institutional crisis but also these fractures can trigger crisis. It is a dialectic process 
where the fractures are both a condition and a limitation for hegemony. Fractures 
express another dimension of the instability of hegemonic masculinities. I will analyse 
fractures related to emotions, labour, money and bodies.
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Emotions: attachment and families
The most recurrent fracture in these men’s lives is related to emotions. This can take 
multiple forms. From conflict with fathers or mothers to the incapacity to relate with 
women; from the incapacity to establish long lasting relationship to the impossibility to 
express the intimate sex desire to the fear of homosexuality. At school, Francis had 
severe difficulties to relate himself with women. He was terrified of women. When he 
walked into an all-girls school he “felt that [he] was entering another planet'’. He was 
“hurt” because his school was an all-boys one. Kurt and William, also alumni from all­
boys schools, despite hanging around a lot with girls at school or the university, were 
only able to establish long relationships when they met their current wives. Emilio and 
Germán suggest that they were too concentrated on sports. At university others were 
too concentrated on studies (Francis) to start dating with girls, and when they did some 
had tortuous relationships (Germán, Francis). Others, like Pedro, only started a 
relationship during the university because they constantly felt the peer-group pressure 
during their school years. This incapacity to establish relationships with women in a 
highly heterosexualised context, contrasts with their narratives where the most admired 
masculinity was precisely the one that, among other things, was more successful with 
girls.
In parallel, the type of relationships that ruling class men establish within their families 
of origin is another fracture of hegemony at the emotional level. The separation of 
parents is an event that confronts these men (and women) with a conflictive situation 
since it disturbs the ideal of bi-parental ruling class family. Almost one third of the 
parents are separated or were separated in the past, of those less than a half when 
interviewees were at school. However, it does not have the same effect on different 
men. For Benja it was a very sad process during his childhood and brought problems to 
him in his conservative new-Catholic movement school, and probably triggered his 
move to an oppositional hegemonic masculinity. Germán describes it as part of a 
“tempestuous” time. For Charles, it seems that it is part of the unspeakable and he 
didn’t go in-depth. In all cases, the separation of parents confronts them with the 
limits of patriarchy.
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The relation with their fathers is another aspect of the fractures within their family of 
origin. With some exceptions (Benja, Arturo), fathers were the authoritative figure 
who instilled discipline and sense of responsibility; even if they were absent fathers. 
Francis’ father warned him that he “didn’t want an idiot son”. Germán had to struggle 
when making his “against the grain“ decisions
Between the ‘authentic or real’ Germán, and the ‘must be’ imposed by my father. 
The ‘must be’ of my father consists in being responsible, making money, not 
taking risks... after the decision there is a period of guilt.
During his childhood, Oscar did many activities with his father and spent a lot of time 
together but he has never felt him “as a friend”, he has always been distant with him. 
Igor was never too close to his father since his parents broke up when he was seven 
and his father migrated to the US. In different ways, there is an association between 
masculinity and lack of emotions in the relationship that some of them built with their 
fathers.
In this context, it is not strange that many of these men -with the exception of Benja- 
found in the school a “matrix”, a “pillar” or that they refer to the school as a “family” 
or as “the centre” of their lives. I can suggest that the school acted as a collective father 
for some of them. This Lacanian hypothesis clearly needs further development that 
exceeds the scope of this thesis.
Labour and time: between the machine and life
Some labour dynamics constitute a key fracture for ruling class men. Although the 
majority of these men have constructed a masculinity on the lines of rationality and 
professional success, this can be a sword with two edges. First, their jobs might not be 
what they were expecting according to their training. One of the reasons why Germán 
quit his job in the transnational consultancy firm was because it “was far away from 
the reality, from business”. He had always wanted to “do things”. He also quit another 
job in an on-line company because “it was too analytical”. William never followed the 
law career because he got bored in his first job as a lawyer. Francis and Alejandro are 
now struggling with the State’s logic: Francis because he won’t have first class teams
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because of the political logic, and Alejandro because his project for the privatization of 
the subsidiary companies clashes with the legal impossibility of doing that in the 
public sector. Oscar blamed the private finance sector for being so enclosed in 
“oligarchic relationships” that it would have been impossible for him to get to the top.
Second, the labour routine of ruling class men, particularly, but not exclusively, those 
who are managers, can be extremely demanding. With the exception of Charles, 
managers generally work at least 10-11 hours per day -plus an hour or two to 
commute. The same can be said about men in professions -although they can work 
fewer hours in their main job, generally they have other “projects” (i.e. Kurt works 
full-time, is finishing a master degree and also is tutoring at university). The level of 
pressure fluctuates from having to be a “fireman” (Francis) to being able to manage the 
different “work cycles or stages” (Germán and Alejandro). At the extreme there is a 
feeling of being “a slave of the system” of “not having a life”. Depending on their 
masculine transition, their response to this can be searching for a less demanding job 
(Germán, Igor), resisting in order to save (even more) money and be able to have an 
early retirement (Alejandro) or going up continuously to the directorate despite the 
doubts (Francis, chapter three).
This labour routine means that they are the majority of the time away from home and 
having almost no time for their families. Even if ruling class men want to be more 
involved in domestic work or child care, they can’t unless they change their labour 
routine. Although the main burden of domestic work is still on women’s shoulders 
-mothers, wives, sisters, and nanas (chapter twelve)-, men respond in different ways to 
this fracture. These responses imply different degrees of engagement with gender 
equity and all of them express a more involved and equitable form of masculinity in 
comparison with their fathers.
One response is the “no hands-on father / partners” or “live-in weekend father / 
parents” embodied by Francis -who is extremely work-oriented and has never left the 
office before 6pm- and Oscar -who “disassociates himself’ from the daily chores, and 
Charles -who states that he has a very matea (swot) wife who doesn’t leave anything 
for him to do. During the weekends they can do masculine domestic work like 
barbecues (Francis) or some repairs (Oscar). Indeed, they play with their children and
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spend some of their free time with them. Sometimes, they can also take their children 
to the school in the morning. If they don’t have children they can “collaborate” doing 
the dishes sometimes (Charles, chapter five).
Another response is what we can call the “contingent involved fathers / partner”. This 
response is embodied by John, Frederick, and Pedro. John is described by his wife 
(Amelia) as an involved father-partner (chapter nine). Their domestic arrangement is 
grounded in their availability and what they want to do. John argues that his current 
labour dynamic allows him to dedicate more time to his son. As he works in a family 
company, sometimes he (or generally his wife) brings the baby to the factory in the 
afternoon and he looks after him.
Frederick is in a similar situation. Currently, the income instability and the time 
flexibility of his job has meant that his wife is now the main breadwinner. This has led 
him to be relatively more involved in domestic work, particularly child care. This is 
not the first time that he assumes this role. Like Simón, while Frederick and his wife 
were studying overseas as he was doing a Ph.D., and had more flexible time than his 
wife who was doing a master by coursework, he had to raise his older daughter during 
the first three years of her life. However, I would suggest that it is more a contingent 
than a permanent arrangement. For instance, he suggests that when his other daughter 
was bom and he was working as senior advisor at the government, his work routine 
didn’t change. “More than the job [routine] what changes is the leisure time that one 
has to give to the children”.
Finally we can find men that have constructed a more equitable response to this 
fracture. Simón states that he and his wife have constructed
A very egalitarian family... Each one contributes with our salaries. Everything 
that we have is divided by two... We have a common account where we put the 
money and then we discuss how to spend it.
In terms of domestic work he states that he does “practically everything”, including 
doing the dishes and preparing breakfast “all the days of our Lord”. Moreover, he has 
sacrificed labour time to spend more time with his family. He tries to get back home at
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6pm three days a week, not to take work home and not to answer his boss’s phone calls 
in the evenings. He states that if he didn’t have a family he would probably work much 
more, including weekends. He has even given up his own academic interests to spend 
more time with his family as his wife will start a doctorate along with her full-time job.
Pedro also has an equitable financial relationship with his wife but they have 
independent budgets for their own investments (shares and fixed deposits). He even 
does more “over the small domestic details” (watering the plants, doing the dishes, 
buying flowers) than his wife. Pedro is also a more involved father being “very 
present, very warm, very friend” of his son. Unlike other managers (Francis and 
Germán), when his son was bom, he took all the days that he was legally allowed for 
parental leave. He also slightly changed his routine to get home a bit early.
The domestic arrangement of “contingent involved” and “equitable fathers / partners” 
are in part due to changes that their own wives have taken within the labour market. 
Interestingly, all of these men are married to women who are full-time workers who 
earn similar or more money than them (chapter twelve).
Finally, there are men who transit from one to another response in their lives: Germán, 
Benja, Alejandro, Igor, William and Emilio fluctuate among these responses. These 
men have the intention and clearly are more involved that their own fathers, but they 
are trapped in the labour routine. Germán, who says that he is “on a par with the 
mother”, describes his current involvement strategy as
Trying to get home to put children to bed. But in the week, what I do with my 
son is...if I get home early, the children are eating, and if not... I give them a 
shower, put them to bed, I give them the affections before going to bed. 
[However] Yesterday I had to go out for a business dinner and also today I have 
to go out for a business dinner.
William, on the other hand, is recognized by Kate as a hands-on father (chapter eight). 
However, if we examine what he really does, they are end-of-the-day activities like: 
bathing and dressing the children, drying their hair, doing the dishes and cooking. Igor, 
finally, is another case. He has gone from a more contingent father to a live-in
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weekend one. When his daughters were bom, as a pediatrician, he even taught his wife 
how to change nappies but now that his daughters are teenagers he has transited to 
more recreational type of activities.
Although these men in the last group define themselves as more engaged in domestic 
work, they rely on the conventional division of labour. Igor honestly illustrates the 
point: “My excuse is that I work more... My wife would like that I were more involved 
in some stuff. The truth is that fm  a bit lazy. I have relied a bit on her’.
Money and class anxiety: “The point is that the change can be funded”
Money as a hegemonic fracture takes two forms. The first one is related to the 
continuing centrality of men as breadwinners. This is a cornerstone of patriarchy and a 
key element of hegemonic masculinity. It has been suggested that it constitutes a 
hegemonic principle (Howson, 2006) or one of the cultural mandates of the reference 
masculinity (Olavarria, 2001). It is one of the elements that underpins the productive 
structure of gender (Connell, 1995/2005). It is expected not only that men work, but 
also that they are able to provide.
During the life-history interviews, one of the questions that I asked was whether they 
would be able to change gender roles. That is, if they would be available to quit their 
jobs or reduce their work load considerably in order to become more involved in 
domestic work and child care. Although some men were keener than others for that 
change, money was named as the main barrier to making the change real.
At one extreme is Charles, son of a prominent ruling class family. He states that the 
main change that marriage provoked on him was that he has “to pay the bills and be in 
charge [economically] of the house now”. He would not even consider a change in 
gender roles since he knows that his wife would never be able to make the amount of 
money that he makes. At the other extreme is Pedro, the son of a working class family 
who grew up in a regional city and has slowly been making his way in the corporate 
world. For him, it is not the amount of money that makes the change impossible -in 
fact his wife makes more money than him- but the ethic of responsibility. He can’t 
consider himself being with his son and not being at work, he can’t delegate work.
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However, there are other men who are more open to explore the possibility, like 
Alejandro, John, Igor and Simón. Igor thinks that domestic work distribution could be 
more egalitarian. However, the condition is that he and his wife “could share the 
monetary issue better” because “she is a teacher, so she doesn’t do that well 
[economically, as him], for the life standard we have”. John keenly says that he would 
take a longer parental leave (currently of five days for men) but only “if it doesn’t 
trigger an income decrease”. Alejandro, who describes himself as very flexible and 
says that changes go very well with him that he likes to generate change, argues that he 
is “very open” to sacrifice his career to be more with his family, but “the point is that 
[the change] can be funded... If there is money to do that, I will be happy”. Simón, who 
practices a more equitable gender arrangement at home, thinks that he can’t work part- 
time since he feels “the obligation to support the family economically”. He still feels 
the social pressure to be the breadwinner and constantly suffers from stress and a sense 
of lack of time.
Maintaining a life style may not be easy even in a context of privilege. Ruling class 
men, for instance, need to guarantee their children’s education which means expensive 
elite private schools -whatever their type (chapter ten and thirteen). There is a sort of 
class anxiety that works together with their ideologies about gender and that underpins 
their different domestic arrangements. The gender division of labour, thus, can be used 
as a class strategy to consolidate or maintain position and status. Kurt and his wife are 
starting their family life and it seems that he doesn’t earn much money so he can’t give 
up his job to be as involved in domestic work as his wife. This is an old strategy. 
Arturo’s parents took it when they came back from overseas at the time of an 
economic crisis.
Money can be a hegemonic masculinity fracture in an additional way: not succeeding 
academically or in their careers. This class anxiety starts with the fear of being 
expelled from school and not following the expected path (Benja) or not 
accomplishing the expected social mobility (Pedro). It continues trying to get to 
university. Some men and women couldn’t make it to traditional selective universities 
following their fathers’ steps (William, Kate). Others made it but found it extremely 
difficult. Germán, who was an outstanding student in his academically demanding 
school, says that the first year of engineering at a traditional selective university “was a
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blow to the ego”. Trying to continue studying overseas can also be a blow to the ego. 
Francis was rejected for a Master of Science in the US and the UK. It was a time of 
irrationality and passion for him, something that he doesn’t know how to deal with 
(chapter three).
The last fracture is related to the very fact of being or not being ruling class. If Oscar’s 
main conflict was not being from the “traditional oligarchy”, for Frederick, Benja, and 
Simón the conflict was being ruling class. They are partial class dissidents. Benja felt 
like someone out of place at school and broke with the institution, chose an artistic 
career and went to a regional university. He is a critic of the Chilean class structure and 
urban segregation. Simón also broke with the school and tried to distance himself from 
it. He followed a career in social sciences, an atypical path in his school. Frederick has 
similar reactions to his school and is a critic of it.
However, in different ways these men have also benefited from their class and gender 
position. For instance, all of them are still part of the dense social network of the 
Chilean ruling class. Simón and Frederick have enrolled their sons in other elite private 
schools, live in the upper-town, have postgraduate studies from overseas, work in 
relatively powerful positions, and are married to women from similar backgrounds. 
This is even more evident in Benja’s life course. He even has relied on his family and 
school contacts to build his own career. I will return to this in chapter thirteen.
Bodies that don *t respond
The last hegemonic fracture is related to the body, or more precisely, when bodies do 
not respond as they should. This situation has consequences in the lives of these men 
both at school and work levels. William, for instance, could embody neither an official 
nor an oppositional hegemonic masculinity at school because he had a disease that 
forced him to ride a wheelchair for six years and had three surgeries to be able to walk 
again. His body didn’t respond and he was prevented from becoming a tennis star or 
from getting involved in fighting.
Alejandro and Simón had another sort of problem with their bodies: they were too 
short in comparison with their classmates. At Alejandro’s school there were
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differences among boy students according to the size of their body and supposed 
different levels of “maturity”. He states that his main group was comprised by his 
classmates who were “the shortest ones...in terms of size”. This group was more 
peluson -the funniest and good for quick jokes and for teasing. In a context where the 
bullies were the big guys, teasing and joking was the response to overcome their lack 
of size. Simón was also one of the shortest in the class but his response was quite 
different to Alejandro’s. Simón, who describes him as “very peleador” (good to get 
involve in fights), recalls that “when [other students] teased me, I just hit them in the 
spot without being noticed... I fought many times”. In his case, he overcame his body 
size transforming his body into a weapon (Messner, 1992).
We can find that the body can also be a fracture in a context of work. Germán had a 
serious car accident when backpacking one summer after graduating from university. 
He broke himself almost entirely including the backbone. He had to quit rugby 
finishing a prominent rugby career ahead of time. “Life was terrible” for him, 
particularly after all that he had invested the last year of university training to join the 
Chilean rugby union national team. He had an intensive rehabilitation that included 
learning to walk again. When he entered the most desired transnational consultancy 
firm and he started working long hours, he recalled the accident and reflected: “I said 
to myself: T almost killed myself, I didn’t kill myself and I’m fine, but now this thing 
[the job] is killing me alive’... So, what is the point of being healthy”. He quit soon 
after and made a change in his career.
Work itself can also have consequence in the body. Stress is the most common illness 
for managers and professionals. Stress pushes some men towards sports. Simón and 
Germán play soccer every week. Francis is a bit more extreme and he runs marathons, 
while Alejandro practices bikram yoga along with soccer.
Reflections
In this chapter, we have explored the unstable character of hegemony in relation to 
masculinities. On the one hand, the material from the life-histories suggests that it is 
not possible to talk about a single monolithic hegemonic masculinity. It is possible to 
find different forms of hegemonic masculinities. Although these masculinities are
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permanently in contestation, one doesn’t necessarily impose over the other. They can 
work together to subordinate women and men who are different.
Institutions play a contradictory function in this process. In a context of privilege, the 
two hegemonic forms of masculinity in the school setting express the mutual 
dependency between institution and people -they don’t exist independently of each 
other. At a group level, the school needed the boys embodying the official and the 
oppositional hegemonic masculinities to support its gender regime as the groups 
needed the institution to build up their identity and practices -as each one of them 
needed the other. If the Death Row played a major role in policing and promoting 
heterosexuality, the Golden Boys embodied the school’s educational project in terms 
of leadership and success. In fact, Kurt recalls that his encounter with the Golden Boys 
produced in him an “interesting synergy”.
Moreover, the unstable character of hegemony can be seen in the fact that these 
hegemonic masculinities change in one moment and through time in the life of one 
person. Their construction is not a homogeneous and unidirectional process that lasts 
forever in one body; quite the opposite. Hegemonic masculinities, then, are not entities 
that exist out there, outside bodies and their practices and subjectivities. They are not 
outfits that people wear in specific situations. They are entangled with real lives.
The formation of hegemonic masculinities is a dynamic and contradictory process that 
expresses both the relational and collective character of gender and class, and the 
fractured nature of hegemony. These fractures not only create a possibility of change 
in the gender order but also they can express the changing nature of hegemony and its 
capacity to adapt to new situations (Demetriou, 2001; Messner, 2007). The fracture in 
labour and its relation to men’s involvement in domestic work and child care may be 
an example of the mutation in gender hegemony through the idea of “caring fathers” 
(Johansson and Klinth, 2008). However, this is not a process that implies an 
overcoming of one form and simple replacement by another. Many times, change 
involves the co-existence of different forms (Aboim, 2010). Thus, the very function of 
hegemony is to fill those fractures, but also its fractured character is a central force in 
shaping hegemony.
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Chapter Twelve: Women in the formation of hegemonic masculinities 
among men
Introduction
This chapter examines the role of women in the formation of hegemonic masculinities. 
Although women have always been indirectly present in men and masculinities 
studies, they are rarely a direct object of knowledge. Following a relational approach, 
it seems not only theoretically but also empirically important to explore how women’s 
practices impact in the formation of class and gender. This was clear during the life- 
histories with men where women consistently appear to be crucial in their lives, 
whether in their family context, in the school, in their work trajectories, or in the 
formation of their sexuality. I will explore these issues focusing on what men say about 
women, but I will complement this with ruling class women’s narratives.
Family women
Mothers
Most of the interviewees grew up in a family with a traditional gender division of 
labour. That is, working fathers and caring mothers. In this model, fathers were the 
academically qualified persons who regularly worked long hours outside the home, 
and mothers were less academically qualified and generally did not work outside the 
home. Only one third of the interviewees’ mothers completed a university degree, and 
two thirds of them were full-time housewives during the interviewees’ childhood.
This kind of family arrangement produced three types of relationships between men 
and their mothers. These relationships can be represented in three figures of 
motherhood that are related to the mothers’ insertion in the labour market and to the 
families’ configuration. Sometimes these figures overlap.
The first, and most prominent figure, is the mother-mother or the “devoted-mother” 
(Viveros, 2002, p.l 89). Men described the mother-mother as a key emotional support,
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as someone who spoiled them and was very close to them (Alejandro, Kurt, Germán, 
George, Ernesto). In this family arrangement, emotional labour was markedly divided: 
fathers were strict and mothers were warm and conciliatory (John, Ernesto, Germán). 
However, mothers used their husbands’ figures as a threat.
The mother-mother figure actively produces different boundaries. In terms of gender, 
the mother-mother produces an association between emotions and femininity, while 
rationality remains masculine -though the working father is also active in this process. 
In terms of class, the mother-mother can influence their sons’ educational trajectories 
at school and university levels. Mother-mothers also control their children’s friends. 
John’s mother, for instance, always offered her house to organize meetings. “My 
mother has always said that in that way she made sure of whom we were meeting”.
The second figure is the mother-worker. One third of the interviewees’ mothers 
worked in the labour market during their sons’ childhood. There are class differences 
in this. While three quarters of the mothers of alumni of selective public schools 
worked, only one quarter of the mothers of alumni of elite private schools did. Getting 
a university degree was not always enough to overcome the mother-mother figure.
Only half of the mothers who completed a university degree worked in the labour 
market during their children’s childhood (Benja, Germán, Kurt, Amelia, and Maria’s 
mothers). The other half quit their jobs after they started having babies, but some 
resumed paid work after their children grew up (John’s, Alejandro’s). Contrasting this 
situation, one quarter of the interviewees’ mothers without a university degree were 
engaged in paid work, mainly mothers of alumni of selective public schools (Emilio, 
Pedro, Enzo).
The influence of this figure of motherhood on ruling class men is contradictory. 
Although some of the mother-workers never engaged in domestic work (Kurt, Germán, 
Benja), they were the ones who were “always present”. Germán’s mother used to pick 
him up at school, be in the year-end ceremonies, take him everywhere. That is, they 
were also mother-mothers. In parallel, working mothers influenced their sons’ values 
about women’s role. Germán, whose mother was a successful professional, states that
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I wouldn't conceive marrying someone who didn’t work, or had no training or 
couldn’t contribute to a sophisticated issue or a complicated labour issue or with 
whom I couldn’t have a more or less intelligent conversation about a current 
affair.
He even differentiates himself from some friends from his same class milieu “I have 
several friends who still seek to marry an ornamental woman”.
Finally, there is the mother-head-of-the-household figure. This figure was the 
exception during the childhood of the interviewees and clearly contradicts the image of 
the ideal family in the ruling class. Separation or divorce is the most common cause 
that makes mothers-head-of-the-household. As we saw in chapter eleven, one third of 
the interviewees’ parents separated at one point of their lives, half of those during the 
interviewees’ childhood (Benja, Igor, Monica). This had mixed consequences.
For a long time in the conservative Chilean society, particularly in the ruling class, a 
broken marriage was considered a failure. This had a legal expression. Only in 2004 a 
bill was passed that formalized separation and allowed divorce. The Catholic Church 
was the main force against the bill, influencing right and centre parties. Between 1923 
and 2004, the only legal way to separate was the “nullity of marriage”. In this context, 
Benja was discriminated against by his classmates’ parents at the new Catholic 
movement school during the late 1980s. He overcame this situation with the help of 
another woman: his psychologist.
However, in many cases these mothers became a key figure in the construction of their 
masculinity, filling the positions of mothers and fathers at the same time. Benja’s 
mother, a successful independent professional, was present in almost all his important 
decisions even about his own career (chapter four). Igor’s mother, unlike his 
grandmother, “was very horizontal in the relationship. Since I was little, she made me 
participate on domestic work on the same terms as my sister”. Igor’s mother was even 
more important, stressing the relationship between success and education, promoting 
rationality. “My mother’s greatest message was always ‘you have to study’... I’d say 
that I got good marks basically because of my mother’s demands.”
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Wives
Ruling class men's wives have experienced a massive change in gender relations, 
particularly because of their incorporation into tertiary education and the labour 
market. All but one of the men’s wives completed a university degree (Alejandro’s). 
Some of them even hold postgraduate degrees (Frederick’s, Igor’s, Simon’s)- as do 
half of the women interviewed (Monica, Amelia, Sofia, Maria, Gaby). Some have 
degrees in formerly masculinised areas. Only two interviewees’ wives are full-time 
housewives (Oscar’s and Alejandro’s). Moreover, two thirds of the working wives 
work full-time. This is a huge difference in relation to their mothers’ situation.
However, fewer changes seem to have occurred in the Chilean ruling class in relation 
to family, sexuality and marriage. In a context of declining marriage and fertility rates 
in Chile (INE, 2010), all but one heterosexual interviewees older than 30 years old 
were married. It is not any marriage that counts, only a Catholic one (chapter eight). 
Even men who declared that they weren’t very Catholic, married by the Church 
(Francis, Simón, Pedro). Pedro stresses that “it was the natural thing to do”. Kurt 
chuckling says that “it was the right thing to do”. In many cases the Catholic wedding 
is used as a means to maintain social status or as a resource for reproducing class 
relations. The nuclear family remains important ideologically for Catholic schools and 
constitutes a selection criterion (chapter ten).
In this context, only three men in the sample married just by the civil law (Frederick, 
Benja and Emilio) and only one lived with his partner before marriage (Benja). 
However, contradicting this “Catholic family” ideology, men who were living alone 
declared that their girlfriends (who later became their wives) used to stay with them 
during weekends (John and Amelia, William and Kate).
How has this ambivalent context of changes and continuities impacted on the relation 
between husbands and wives in ruling class families?
The first implication is wives’ greater autonomy. This change challenges one of the 
masculinity mandates (Olavarria, 2001) where autonomy and authority in the 
household should be held by the man, and the woman’s role is supposed to be a mere
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complement. Wives’ autonomy, mainly because of their access to the labour market as 
professionals, means that they have fewer economic obstacles to leave their partners. 
This also makes the masculinity of the hegemonic unstable (chapters four and ten).
Although morality around marriage is still important in the Chilean ruling class, 
particularly in its most conservative fraction, the situation is far less severe than in the 
lives of the interviewees’ mothers. For instance, Amelia’s mother (chapter nine) had to 
be hidden at home after she broke up her first short marriage thirty years ago, which 
clearly did not happen with either Benja’s or Marco’s former wives after these couples 
broke up.
The autonomy of women leads to their empowerment. If many interviewees suggest 
that their mothers educated their male children to be machistas (Ernesto, Francis, Kate 
and Amelia) (cf. Viveros, 2002, p. 183), many wives are educating their husbands to be 
otherwise (Francis’s and Kurt’s wives, and Amelia and Barbara as wives). Kurt’s wife, 
for instance, has a strong gender consciousness. As Kurt says
When our friends ask Delia: ‘Does Kurt help you [with domestic work]?’ She 
replies: ‘no, he has nothing to help me with; help means subordination. No way, 
the work is for both of us’.
Women’s empowerment and gender consciousness have mixed consequences for men. 
On the one hand, men become more aware of gender differences, but this does not 
necessarily result in more equitable practices (chapter eleven). Despite Kurt’s wife’s 
gender consciousness, she is the one who has more responsibilities in relation to the 
house. Something similar happens with other women. Thus, some women who stress 
that their husbands are involved in domestic work declare that child care can be 
exhausting, even a nightmare (Kate). Others define themselves as a “multi-task 
woman” (Amelia).
Moreover, some women have had to put aside their own personal or professional 
projects for their families. Amelia, for instance, experiences this as a conflict between 
work and family. Although she defines her domestic arrangement as “equitable”, the 
fact is that she has had to give up some of her professional interests “because they are
206
not compatible” with the family that she wants. There is a whole gender and class 
order behind this. The same happens with domestic decisions. Although, she says that 
they make them “together”, “everything is conditioned to John’s success in his 
companies”. Other women have postponed their own careers when working in the 
same organization as their husbands. Kate and Sofia have quit their jobs in order to 
leave the road clear for the men.
Strikingly, some ruling class women -even those who are highly educated and with 
promising professional careers- resign themselves, and resort to a sort of domestic 
power. One source of this “power” would be precisely child care and being in charge 
of the house. Behind Amelia’s idea that the “mother is the mother” there is the idea 
that women are the only ones who can properly be in charge of children. Eva, who is 
single and has no children, argues that “It would be difficult for me to give the 
responsibility of child care to a man... There are things that women only allow 
themselves to do. Women cause machismo”. Emotions are another source of power for 
these women. Igor states that his wife holds him “to earth, and scolds me when I start 
getting too involved in the job”. After Francis met his wife, he started “getting back on 
the rails”, which coincided with his promotion in the company. Although Amelia 
acknowledges that gender power distribution is more laden to men’s side, she says that 
“we are very cunning because we rule from behind”. Women might wield some 
domestic power as women-mothers, but they are subordinated as women-spouses 
(Valdes, 1988; Kogan, 1998-1999).
Without implying that these women are responsible for their oppression, among some 
of them there is an acceptance of the double shift that many have to do. There is an 
agreement among female interviewees that the main change in gender relations has 
been that now women have more things to do. This situation makes it very easy for 
ruling class men to pursue a successful corporate career or to dedicate themselves to 
the family business. It also makes it easy to make gender inequalities invisible within 
the ruling class. Maria, a journalist who works at the same university than Kate, who is 
married to a local right-wing political leader, and whose friends are all housewives, 
says that “speaking about gender is a stupidity”.
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How is this level of acceptance possible? Another woman in the domestic sphere is a 
key female figure to answer this question.
Nanas: working class women in ruling class families
Nana is the colloquial term in Chile for maids or female domestic servants. They can 
either live in the house where they work or outside it. In the nana figure it can easily 
be seen how class and gender enmesh. Nanas are in charge of the bulk of domestic 
work: cooking, cleaning, tidying up, doing the laundry, and looking after the children. 
Currently in Chile, there are around 360,000 people who work as “domestic workers”, 
97% of them are women. Domestic workers represent 11.5% of female workers 
(Fundación Sol, 2012), though this proportion has fallen to about half of what it was in 
1990. The large majority still work in urban areas, and have lower educational levels in 
comparison with women working in other occupations (MINTRAB, 2007).
The modernization of gender relations in the ruling class, then, is grounded on 
feminized labour from popular class women (Valdés et al., 1999). All except two 
interviewees had a nana while they were living with their parents (both the exceptions 
are alumni of selective public schools). The large majority had one nana, who 
generally lived in their homes -  with the exception of Kate who had a live-out nana. 
However, some had two or more nanas (John, George, William, Francis, Charles, 
Maria). William states that he had a “live-in nana, a butler, all very elegant”. Charles 
recalls having “two live-in nanas, a gardener, and a window cleaner”. John argues that 
none of the males at home did any domestic work.
I didn’t do anything. I was very spoiled... I left my underwear over the lamps, the 
towel on the floor and when I got back in the afternoon everything was tidied 
up...my wardrobe was perfectly organized by colours.
A similar model has been replicated in their own families. All but Emilio (chapter 
seven) have nanas in their own families. Live-in nanas are a key component in ruling 
class family arrangements. Germán, Francis, Frederick and Igor have live-in nanas. 
Igor, for instance, states that he does not do much domestic work because he has a 
nana “that spoils them”. Germán, whose wife works full-time and who considers
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himself a man involved in domestic work, says that he does some cleaning “but not 
deep cleaning, I will not grab the vacuum now, mate”. He has no need for grabbing it: 
for that, there is the nana.
However, half of the interviewees have live-out nanas. This has been the major change 
among domestic workers. If in 1982, 70% of domestic workers were live-in nanas, in 
2010 only 17% lived in their employers’ houses. Live-in nanas constituted 5.1% of all 
female workers in 1990, and only the 1.6% in 2006. Live-in nanas tend to be younger 
and less educated than live-out ones (MINTRAB, 2007). Although nanas work in both 
middle and ruling class families, their work pattern is different in both types of 
families. According to the 2002 census data, domestic workers who work in the upper- 
town are still mostly employed as live-in nanas (73-94%) in comparison with the ones 
that work in middle class municipalities (13-5%) (Stefoni, 2009, p. 210).
There are different working regimes among live-out nanas. Young couples (John, 
Charles, Marco, Kurt, Samuel, Ernesto) have live-out nanas who go to their place once 
or twice per week. Older couples who have live-out nanas have them on a daily basis 
during the weekdays (Alejandro, Pedro and Simón). Others, like William and Kate, 
have both types of nanas. Others, have changed the nanas’ working arrangement from 
live-in, when their children were younger, to live-out now (Alejandro and Simón).
The change from a live-in to a live-out nana can produce a disturbance in the domestic 
arrangement of ruling class families. Simón, who is married to a full-time working 
woman and has two children, states:
We used to have a live-in nana that was the ideal arrangement for us. Also, 
another person [woman] helped her every day with more reduced working hours, 
from 10am to 4pm. Today we have a lady who goes to our house from early in 
the morning until very late. It is almost a live-in nana. A couple of days per 
week, she is helped by another person.
It is clear that an egalitarian gender arrangement for a dual-earner ruling class couple 
depends almost completely on working class women. The most striking thing is how 
Simón naturalised the fact that nanas are almost slaves. A working day of 6 hours
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doesn’t sound like reduced working hours, except by contrasting the current live-out 
nana who works long hours, and seems to him to be normal. This doesn’t imply that 
Simón and his wife are bad bosses: it is the usual nana arrangement in the ruling class.
Some nanas are known to work under really bad conditions. 58% of nanas work 
without a labour contract, especially those who work as live-out (64%). Nanas work 
conditions are regulated in a different way from the rest of the workers in Chile.
Almost a third of them work 46 or more hours per week, especially live-in nanas 
(Fundación Sol, 2012). Only in 2012 a bill was proposed to reduce their weekly 
working hours from 72 hours to the same 45 hours per week as the rest of the labour 
force (Gobierno de Chile, 2012). Currently, live-in nanas’ employers can oblige them 
to work 12 hours per day. Generally, the interviewees’ live-in nanas have only one day 
off per week. Also, nanas’ employers can pay them less than the minimum wage 
(Mayol, 2012), and some have social security debts with their nanas as the president of 
the private house workers’ union states (Aguirre, 2010).
The past decades have seen a changing labour market for nanas as consequence of 
neoliberal globalisation. With fewer Chilean women willing to work as nanas, and 
changes in the work arrangement, there has been an increase of immigrant nanas, 
particularly from Peru enhancing the international chains of care. Although on average 
Peruvian nanas are more educated than Chilean ones, their working conditions seem to 
be on average worse. They face a triple subordination: gender, class and nationality 
(Stefoni, 2009).
Much like the way class relations are made invisible in elite private schools through 
the idea of diversity without diversity (chapter ten), there is a naturalization of the 
oppression and exploitation of nanas. Three mechanisms are involved. The first is the 
naturalization of having nanas. This contrasts with some interviewees who have lived 
overseas. Oscar and Amelia did not have nanas during their childhoods overseas, but 
when they arrived in Chile, their mother hired one. Frederick did not have a nana 
while he and his wife were studying abroad. In the first example, the lack of a nana 
didn’t mean a change in the division of labour; in the second example it did, but was 
contingent (chapter eleven).
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A second mechanism is suggesting that nanas are almost part of the family. Many 
interviewees call their nanas by their first name, or imply long bonds with them -in 
some cases, almost like a substitute mother. Amelia’s parents’ nana has been working­
living in her parents’ house for almost 30 years. In Benjas’ mother’s house, there is a 
woman who has been working as live-in nana for 20 years. Barbara’s current nana has 
been working-living in her house for 4 years. Igor states that the nana in his mother’s 
house “got very old and became part of the family” (cf. Donaldson and Poynting, 
2007).
The third mechanism is the idea that nanas have power within the house. Barbara’s 
statement that her nana is even more important than her husband, and Benja’s 
narrative that his nanas never cooked anything for him, makes the point clear. But the 
fact is that nanas have little power even in their personal life, particularly live-in 
nanas. Mayol (2012) notes that while 53% of live-in nanas are single, only 29% of 
live-out nanas are. Although this could be related to the fact that live-in nanas are 
generally younger than live-out ones, the fact is that live-in nanas have less time for 
their own and less intimacy while living and working in their bosses houses.
The naturalization of nanas’ exploitation and oppression contrasts with the 
discrimination some nanas face in their workplace. I will give just one example that 
was widely commented on by media and social networks. Recently a prominent golf 
club outside Santiago, in the area where Oscar lives, issued a memorandum to its 
members stating that all nanas had to wear their uniforms while at the club, 
particularly if they were in the swimming pool area (El Mostrador, 2011 a). Clearly 
nanas are being obliged to do class and gender (West and Fenstermaker, 1995). This is 
not an isolated case as the president of the private house workers’ union states (El 
Mostrador, 201 lb).
The exploitation and oppression of nanas have mixed gender consequences in the 
ruling class. The first and most obvious is that both ruling class men and women, boys 
and girls, are absolutely dependant on nanas’ labour for their own freedom to do 
whatever they want to do. Male children can have plenty of spare time to study and 
play. Adult men are equally dependant on nanas. Ernesto had to call his parents’ nana 
when he went to live alone so she could tell him how to cook. When Alejandro went to
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the UK to do a postgraduate degree, along with his wife and his two little daughters, he 
brought with them a live-in nana. Nanas reinforce class and gender divisions.
Ruling class women are also dependent on nanas. Working wives need nanas to leave 
their children while they go to work. I did not find any female interviewee who worked 
and did not have a nana. Nanas can be seen as part of the explanation of the high rates 
of employment among well-off women. 63% of women in the richest 10% are 
employed, compared with 24% in the poorest 10% of the income distribution 
(MINDESOC, 2012b). (The other part of the explanation is higher levels of education, 
particularly tertiary education). Monica, who got married at 21 while she was finishing 
her law degree, had a live-in nana paid by her father. When she went to study outside 
Santiago, her husband was left with the nana who looked after him and their baby. For 
housewives, nanas are a support to their activities, and release them from the heaviest 
tasks. For both housewives and working wives, nanas are the ones who do the bulk of 
the domestic work while ruling class women are in charge of raising their children. 
Basically ruling class women can be described as “domestic managers” at home, 
directing nanas in what they have to do.
The changing labour market for nanas, on the other hand, can be seen as a factor that is 
forcing men to be more involved in domestic work. Generally, male interviewees 
described themselves as doing more domestic work and having more involvement in 
child care during the weekends. This is related not only to the fact that during 
weekends they have more time, but also that they don’t have nanas during those days. 
William, however, is the only man who does domestic work because it is good that 
their children see him doing it. Pragmatically he states that “in the future nanas will be 
less available so they have to learn how to do everything by themselves”.
Women in ruling class workplaces: the state and corporations
Ruling class men’s relationship to women’s work is ambiguous. While they support, or 
even encourage their wives to work, they are not as keen on them as the main 
breadwinners (chapter eleven). While they applaud women’s insertion in the labour 
market, they are less keen on women competing with them.
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Ruling class men are not used to working with women either as equals or as bosses. 
Top and power positions are male dominated. In the best scenario, 1/3 of senior 
positions are held by women (German). In Chile, only 5% of power positions in the 
economic sector are held by women (Directors, CEO, other chief executives of 
companies in the private sector, members of gremios’ directorates, and main partners 
of insurance companies) which contrasts with a still low 22% in the political sector 
(ministers and deputy-ministers, members of the parliament and the supreme court, 
members of national directorates of political parties, main authorities of state-owned 
companies, etc.). Moreover, it is common that in top positions, particularly in the 
private sector, women earn much less than men (PNUD-Chile, 2010).
Oscar is the only senior manager who declared that he had a female boss once. He had 
a lot of trouble with her until he left the transnational company where he was working 
(chapter six). Oscar is not alone. According to a recent survey, 30% of men admit that 
they feel "uncomfortable" having a female boss (UDP, 2012). But other interviewees, 
mainly professionals, are part of the 2/3 of Chileans who do not feel uncomfortable 
with a female boss. Kurt states that his former boss was an excellent woman, excellent 
boss, and a professional role model from whom he learnt a lot.
Interviewees working as senior managers are not used to having female workmates at 
the same level. When they relate to women, it is as subordinates. Alejandro states that 
in the large state company he works he has few meetings with women and that he 
doesn’t see women leading projects. Charles mainly relates to men at la mesa and he 
barely relates to his firm’s sales force -comprised of mature middle class women. Igor 
states that at the exclusive private hospital where he works, all the nurses are women 
“despite existing male nurses in the market”. Indeed, the gender division of labour 
enmeshes with class. Amelia states that private hospitals are more machista. She made 
a joke that perhaps is true. “In the private sector doctors may tell female nurses, 
‘jump’, and nurses without questioning will reply ‘how high, doctor?’”
Ruling class men, particularly those who work as senior managers or work at their 
family business, associate women with motherhood and home (Alejandro, Oscar, 
John). Some state that women are not interested in senior positions, or that they have 
less “thirst for power” (Pedro, William, Simon). Others imply that because women
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start having babies, they disappear from work, which has economic consequences for 
the companies. Talking about the lack of women in top positions, Alejandro 
summarises this attitude arguing that “it is weird because in the university [in business 
administration] half of the intake were women”. He is intrigued but he gives an 
explanation grounded on the natural gender difference hypothesis. “Something 
happened that only a few women got into senior management positions... they started 
getting married and having children". But it happens that men also get married and 
also have children.
Alejandro’s reflections continue, giving the clue to how he understands the lack of 
women in power positions.
What happens in terms of the career is that at some point you have to go out of 
Chile; at least in the [name of the area where he works]... At that point women 
don’t dare, women don’t go overseas because their husbands are building their 
own careers. There you have a breaking point. If you don’t go overseas you get 
stuck... In this company, women that have kept climbing up are women that have 
gone to [name of regional or international branches]. Women that have moved 
their families... At some point they have had to be in charge of their families. 
Here the job requires that you take that sort of decision. And your partner could 
or could not go with you. My impression is that these kind of decisions trouble 
women. That is why they tend to get more stuck.
Women face difficulties at home and at the workplace to advance in their careers in the 
corporate world. While women must accommodate themselves to their husbands’ 
careers, men are not forced to. Men “could or couldn’t” follow women in their career. 
Moreover, it seems that women must “manage like men” to climb up in corporations 
(Wajcman (1999). The missing element in this narrative is what the institution does 
that affects women’s chances to get to the top. Otherwise, women’s exclusion from 
power positions sounds like pure individual choice or biological determinism.
This brings us to the gender regime of corporations. Like all the companies where 
interviewees work, the state-owned corporation where Alejandro works does not have 
a gender equity policy, they do “just what the law says”. We learnt from John’s case
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that what Chilean law enforces is very little, and can be easily evaded. For instance, 
hiring 14 women but not hiring woman number 15, to avoid the legal obligation to set 
up a nursery. Some corporations have, or are starting, a “family friendly” process 
(Emilio’s and German’s). But it is unclear whether these corporations do that to 
promote gender equity or to boost productivity. Alejandro’s company is implementing 
a gender neutral recruitment policy, but it seems that it only applies to lower or middle 
positions. In some private companies, they still ask if women have babies, and whether 
the baby is a spoiled baby or not, as Sofia found in recent recruitment interviews.
In the Chilean judiciary, for instance, Monica suggests that the incorporation of 
women was a difficult process. They have required physical changes -women’s toilets- 
and changes in men’s practices.
Male judges didn’t like women because of the maternal leave, the babies and the 
children. There was a machista vision. They preferred men... [The judiciary] is a 
macho thing... They can insult and yell at men, not at women.
Changes have not been promoted by any specific gender equity policy but by changes 
in the educational system. Monica says that
Formerly, there was the idea that law was a man’s career. It was like that for 
many years. But now in the judiciary there are more women than men... Now 
there are even women judges in the Supreme Court.
The first woman appointed as judge in the Chilean Supreme Court was in 2001. Now 
women are a quarter of the court.
The incorporation of women in senior positions is not necessarily an emancipatory 
process. Women’s practices and attitudes have also something to say here. Although 
the attitude of women in relation to male bosses is changing, there is still an 
assumption among some ruling class women that bosses are men. Kate argues that 
women now “might respect their [male] bosses but there is nothing of devotion to 
them”. As noted above, ideas of femininity nestled in the idea of motherhood can be an 
obstacle in women’s professional careers. Along with Amelia, Sofia says that with
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“motherhood your priorities are changed”, and Eva states that she would like to lower 
the work intensity if she gets pregnant.
The idea among highly educated women that “the mother is the mother” not only can 
be a source of “domestic power”, but also can be a response to men’s lack of domestic 
responsibility. Igor and Monica -the oldest interviewees- state that while women are 
everyday more empowered in the labour market, men have not gotten involved in the 
house. This “asymmetrical equality” produces a great tension in women. Igor states 
that it has been hard for his wife to work full-time, having an impact on her quality of 
life. “She has to be a good professional, a very good mother, a housewife, and also 
manage the nana”. Although his wife has even thought about quitting her job, Igor 
does not see himself in the equation of relieving his wife’s burden by getting more 
involved in domestic work and child care.
Even with the presence of nanas, the lack of men’s involvement in ruling class 
households has pushed ruling class women to take several strategies to conciliate work 
and family. The basic one is getting part-time jobs. Kate has always privileged her 
family over her career. Monica suggests that there are now more women than men in 
the judiciary because of “a strategic reason: a very good salary and shorter working 
hours”. For some men, this strategy could be seen as a personal choice, or as a lack of 
drive for power, but these women are trying to overcome men’s absence. In this 
context, women who make it to the top either have grown-up children, don’t have 
children, or are separated. Monica sums up the dilemma: “As a woman, when you get 
to top positions you have to make many more efforts to be able to prove that you can 
do the work as well or better than a man although we are mothers and wives”.
Heterosexuality among ruling class men
Ruling class men distinguish between two types of women in term of class: those who 
are similar to and those who are different from them. Essentially, this distinction 
implies different sexual practices with one and other. This reminds us of the distinction 
between love and sex, between the “beloved woman” and the “others” (Olavarria,
2001; Fuller, 2001). However, in both cases women are still the other, someone
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different in gender terms, and often, someone that can be subordinated (Beauvoir,
1949).
The other-similar
Among male interviewees, the other-similar women are ruling class women. They can 
be partners, wives, sisters or mothers. Men project a sense of respect in relation to 
these women because they potentially can become the “beloved” ones, and also 
because there is an association between virginity or purity and these women. Pedro 
agreed to ask his wife if she could be interviewed, with the only condition that I 
shouldn’t ask her “those questions about sexuality”. Sophia apologized for having to 
change the interview’s meeting because she had to breast feed her baby. She told me “I 
wouldn't mind but my husband would”. The class association is not casual in this 
distinction.
There is a whole class circuit in which men met and learnt how to relate to ruling class 
girls. The circuit starts at family and neighborhood levels. The school formalized and 
consolidated it. It was common that men and women interviewed recalled that the first 
big parties they went to outside classmates’ homes were organized by elite private 
schools. Also the elite private school athletic championship was a meeting point 
(chapters eight and ten).
Despite this class distinction, ruling class men didn’t all approach ruling class women 
in the same way. The relation to ruling class women at school was mediated by the 
form of hegemonic masculinity that they enacted. Men who embodied an official 
hegemonic masculinity stated that they related to ruling class women like “gentlemen”. 
The narratives of men who embodied an oppositional hegemonic masculinity at school 
are quite different. In these narratives, women were generally instrumentalised 
(chapter eleven). At a first level, the distinction between these two types of hegemonic 
relationship with ruling class girls seems to be very clear, and the role of elite private 
schools only related with the promotion of the official hegemonic masculinity.
These schools, however, have an ambivalent attitude towards women, and sometimes 
play a major role in the promotion of sexist practices directly or indirectly. In Charles’s
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school, the “dungeon” that separated the male and the female school triggered an idea 
of male sexuality as something uncontrollable, something animal (chapter five). Boys 
could also rebel against the school’s conservative sexual codes. Benja recalls what the 
“students rebellions” when he was a child; sexualised rituals of senior students where 
students put ties tied on their heads and ran to the next-door new Catholic movement 
all-girls elite private school and started to show off in front of the girls (cf. Simon, 
chapter three).
This ambivalence in attitude towards ruling class women can be also extended into 
adult life. John, alumnus of a new Catholic movement school, states that his first 
girlfriend -an alumnus of Monica’s school- was very concerned about “arriving virgin 
to marriage”. However, he says that “we didn’t respect them as of the ninth month of 
pololeo (dating)”. Moreover, John -who suggests a more gender-equitable relationship 
in the ruling class- states that some of his friends who are alumni of elite Catholic 
schools exerted power over their wives through economic dependency or verbal 
violence.
The other-different
The other-different women refer to women who are not part of the ruling class, women 
who are not part of their family or social circle; women who are excluded from the 
elite private school subsystem. With these women there is neither compromise nor 
responsibilities. There are two common sexual practices associated with the other- 
different women: paid-sex and chaneo. Half of the interviewed men narrated an 
episode related to one of these practices, generally in a sexist and classist way. These 
practices are associated with different spaces, and usually occur outside the upper- 
town.
Paid-sex is one of the classic ways in which older generations of men were sexually 
initiated, particularly middle class men (Gutmann, 1996; Olavarria, 2001; Fuller,
2001). Alejandro states that in his time “there were two formulas for sexual initiation: 
in a brothel or with the girlfriend”. The first experience was told to everybody as a sign 
of manhood, but in the second case there was silence, as it was another-similar woman. 
The space of the paid-sex practice is the street, the brothel or the night-club, and it is
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associated with what Fuller (2001, p.258) calls “the marginal women“’. Generally, this 
sexual practice is related to an uncontrollable sexual desire.
The “study trip” was a moment where some of the older respondents encountered sex 
workers in both brothels and strip-clubs (chapter three). For others it was when they 
started working. Pedro states that he has gone to strip-clubs with school, university and 
workmates. He makes an association between having money, being single and 
“messing around”. It seems for him that it is something that just happened, something 
that is not very relevant, that is related to being young and irrational. Others, like 
Arturo and John, “have friends” who currently go to night-clubs. Arturo argues that “I 
have friends who are married and they still go [to strip-clubs]...I have another friend 
whose wife is about to have a baby and last week he went to the strip-club twice... I’ve 
gone with them sometimes but I haven’t got in”. This culture continues and it is 
nonnalized through stag nights.
Chanear or chulear is a derogatory term used mostly, but not exclusively, by ruling 
class men. The term refers to a practice where ruling class men sexually approach 
women from other classes taking advantage of their class and gender position. This 
practice does not involve a payment and leads to a short-term relationship -generally a 
few hours during one night (Oscar, chapter six, is an exception)- between a ruling class 
man and a chana or chula (a noun for working or lower-middle class women that 
refers to an adjective, tacky). William describes it as “going to the lower 
neighbourhoods... and getting women”. It is a “secret” practice in public but one to 
show off within the peer-group. This can be seen as a fonn of continuity of the 
relationship between the hacienda’s patron and the china (see chapter five).
Chaneo can take different forms among Chilean ruling class men. The most common 
one is ruling class men going to discotheques outside the upper-town or in a beach 
town near exclusive beach resorts where the objective is meeting women and seducing 
them. Alejandro used an economic concept to explain how it works: “it is an issue of 
offer and demand”. There is another form that happens within ruling class households 
and where the nana is the protagonist. Fuller (2001) calls this practice el gateo (the 
crawling). Even in Iquitos the work agreement tacitly includes young males having the 
chance of sexual access to the nana (pp.260-263). Gutmann (1996, p. 133) reports
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something similar in the Mexican upper-class. The oldest interviewee in my sample 
was the only one to mention this practice.
Despite its oppressive character, sexual practices with other-different women involve 
three paradoxes that express the mutual production of class and gender relations.
First, while chaneo and paid-sex can be a source of prestige, it can also be a source of 
danger. Igor explains the first side of this paradox with a school story. In a context of 
lack of sex-education and a conservative gender regime of an all-boys traditional 
Catholic school in the early 1980s, Igor learnt about sexuality in peer-conversations 
and “traffic of porn magazines”. It was the sexual stories of one of his classmates with 
his nana which were the clearest in his mind.
He was like the idol of the group... He had spectacular nanas and he told us 
about his sexual experiences with them... He told us [about his sexual relations] 
in a positive way. So he appeared as the hero of the group... It was like in a 
movie... It was around year 11 or 12... This guy told us about his runs to his 
nana's room and the nana's invitations. Probably, looking backwards this guy 
must have been seduced by the nana... This guy became famous because of 
this... But it isn’t a story that I personally had.
This narrative provides us with an understanding of the objectivation of women 
through class practices. Here the nana is just flesh, she is only a “spectacular” body. 
There is also a normalization of chaneo when Igor states that his schoolmate told them 
the story “in a positive way”. There is nothing positive here. Men appear as without 
responsibilities in relation to their sexuality and in relation to women. This idea is 
reinforced when Igor suggests that the nana seduced the boy and not that the boy was 
exerting his class and gender power over her. Men seem to be animals that cannot 
control their sexuality (chapter five). The narrative also reflects the heterosexual 
gender regime of the school, and how the hegemonic -probably oppositional- 
masculinity was embodied by subordinating working class women. The boy was the 
idol, and dominating working class women was a source of prestige.
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The other side of this paradox concerns the supposed dangers involved in sexual 
practices with other-different women. John states that among his non-Catholic friends 
it is common -or at least not condemned- that married men have sexual intercourse 
with other women or with prostitutes. John is against this because his school and 
family gave him the “value of fidelity'’. However, in the case of infidelity, what is at 
work, rather than any influence of “values”, is a business logic. “There are many more 
punishments than benefits in having sexual intercourse with other women, even if she 
is the hottest woman in the world”. He also makes a distinction between having an 
affair with a woman from his own class, and having one with a sex-worker.
Being bad too, it is very different having sex with a friend who is a woman from 
my own social condition and that probably is healthy, than having sex with a 
whore... you can get a disease and then transmit it to your wife or son.
Ruling class women are pure and working class are polluted, paraphrasing Mary 
Douglas (1966/2003). This association between sex-workers and pollution is also 
argued by others. Alejandro says that a group of his friends attended brothels regularly 
but he only went there when he was at the university. He didn’t get involved because 
he was afraid of getting “some sexually transmissible diseases”.
The second paradox is related to the production of class boundaries. Sexual or 
emotional relationships with other-different women can at the same time produce 
external and internal class boundaries. The production of external boundaries is 
reflected in Oscar’s case (chapter six) when he states that he was “a bit embarrassed” 
to introduce his parents to the woman whom he had met in a discotheque in a working 
class area and with whom he had been dating for two years. Oscar was afraid of 
disappointing his parents by engaging with a girl his parents wouldn’t consider an 
equal.
Francis, on the other hand, gives an example of the production of internal class 
boundaries (chapter three). Asked if at his time at school it was common to go to 
brothels he states that at the study trip there was a “small group that got into that”. He 
continues stating that those guys “were from a bit lower [socioeconomic] strata” 
meaning not that their parents weren’t professionals, but that “with home values more
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like that [going to brothels and having sex with sex-workers]”. Having sex in a brothel 
was frowned at Francis’s and Simon’s school. As Francis stresses: “it was a posh 
school”, and students lived in an “underworld”, meaning that they lived in a bubble.
The final paradox concerns the motives for being involved with other-different women 
in such instrumental ways. The most obvious explanation is that it was easy for the 
men. Arturo, who started going to discotheques outside the upper-town when he was at 
the Naval Academy, states that “You were automatically perceived as different. It was 
very easy. [You invited] one drink and you were done”. He rapidly stresses that “I just 
kissed [the girls]. I have friends that started going to [per hour] motels, but that 
happened when we were older”. Oscar states exactly the same reason: that the girls 
were easier than ruling class girls.
This leads us to the other side of the paradox. Both Arturo and Oscar had problems in 
getting along well with ruling class women and men. Arturo was bullied in his new 
Catholic movement school for being shy and having learning problems. Being part of 
the Naval Academy, he could restore his vulnerable hegemony. He became “a beast” 
physically. This restoration worked by getting involved in fights, and by subordinating 
women (cf. Messerschmmidt, 2012b). Oscar also lacked institutional power at school. 
Although he stresses that he didn’t have any problems with girls, he neither had a 
girlfriend at school nor from the school. When he entered the university he 
encountered a whole new world of social and political differences where he stated 
learning that he was an outsider. In both cases, emotions constitute a fracture in the 
enactment of a hegemonic masculinity (chapter eleven); the subordination of working 
class women seems to have been a way to restore that fracture.
Reflections
Women are far from a homogeneous influence for ruling class men. Their influence is 
mediated by class and gender. In terms of class, ruling class men related differently to 
ruling and working class women. In the domestic sphere, the relationship between men 
and mothers and wives is different from the one they have with nanas. This dichotomy 
is extended to sexuality, where there are different practices depending on whether they 
are relating to a similar or a different woman. However, the relation with ruling class
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women also varies. For instance ruling class mothers have a different role in their sons’ 
masculinity construction depending on which figures of motherhood they are 
associated with.
From a gender perspective, there is an overall normalization of women’s oppression. 
Although ruling class women have accessed higher education and increased their 
participation in the labour market, this has been achieved by relying on nanas for the 
bulk of domestic work. This can give women a sort of domestic power. However, 
women’s presence in power positions in the state and in corporations is scarce. This 
could be seen as a twofold problem. On the one hand, men’s attitudes towards 
women’s incorporation in the labour market is ambiguous; something like “Yes, but 
not as equals”. On the other hand, some ruling class women still give up careers for 
their families. But the other part of the story is the lack of men’s involvement in 
domestic work and child care. This situation is a structural barrier for women’s full 
incorporation into the labour market, even for ruling class women.
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Chapter Thirteen: The dynamics of contemporary ruling class 
formation
Introduction
Men and women agree that Chile is a very unequal country where political and 
economic power is highly concentrated. Without saying it, they are implying that there 
is a ruling class. In their narratives, however, they are not part of this class. Despite 
their privileged position, many suggest that power is elsewhere. There is a dual process 
were class is simultaneously made visible and invisible. This chapter will examine this 
paradox as a constitutive element of contemporary class formation. I will argue that 
there are several spheres where class is actively produced. Despite the divisions among 
ruling class fractions, these spheres unite them, and produce differences from other 
classes.
The invisibility of class: ambivalence and changes in the ruling class
i
Strategies for passing-class
Class ambivalence is part of what we can call class discomfort. This is a phenomenon 
present in different classes and in different fractions of the ruling class. Sociologically, 
class ambivalence has been called cross-class practices (Bettie, 2003) or passing-class 
-using Garfinkel’s terminology (1967). It describes the situation when people do not 
want to be identified with a specific class and either embody other class practices or 
overtly reject their own class.
Passing-ruling class requires different strategies. The first one is denying being part of 
a class because membership is something inherited from family to family. For 
instance, people who deny that, argue that they don’t have one of the traditional- 
oligarchic surnames (Contardo, 2008). Oscar’s main issue during his life has been 
being an outsider, not being part of a traditional oligarchy family (chapter six). A 
second strategy is stressing one’s professional background. Frederick is reluctant to 
give data about his parents’ occupations. He even tried to lower his father’s position in
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the occupational structure initially by saying that his father worked in a public hospital 
as a medical doctor, but after some questions we learn that his father also has a private 
office. A third strategy is suggesting that their schools weren’t very elite in comparison 
with other schools. Simón describes his school (chapter three) as “a very pretentious 
school without being that high class. One thought that it was very high class, but the 
fact is that there are schools that are much higher in terms of level of income”. Finally, 
there is a strategy based on the idea that the interviewees’ parents had resources only to 
pay the schools’ fees without recognising the improvement of life conditions during 
their lives (Germán, Ernesto, Oscar).
Gaby, a journalist and Kate’s workmate who graduated from Ernesto’s and Amelia’s 
non-Catholic school (chapter nine) in the early 1980s, summarizes many of these 
strategies when describing her school’s intake.
In general, I’d say that it wasn’t what we understand as the Chilean upper-class. 
In the sense that there weren’t these pompous surnames, there wasn’t the 
aristocracy that I think was in other types of schools, like (name of Kate’s 
school). In general, I think that we were like upper-middle class. I don’t know 
how to call it. That is why the school was neither intensively Catholic nor deeply 
rooted in a social group. I think that there were people who didn’t have economic 
problems and lived well.
Interestingly, like Oscar, she doesn’t know how to position herself in the class 
structure. If Oscar suggests good luck in life, Gaby stresses living well. But in the early 
and mid-1980s under neoliberal adjustment with an unemployment rate of almost 30%, 
living well made much more than a symbolic distinction.
Why do people who have wealth and exert power consider that power and wealth are 
elsewhere?
Changes in the ruling class
There are several factors that trigger many interviewees to imply that power is 
elsewhere although they grew up and now live in the privileged end of the Chilean
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social structure. One of the most important factors is that social classes change through 
time. They are not fixed entities or constituted once and forever; they change both at a 
biographical and structural level because they are social formations.
At a biographical level, class change is expressed in different life trajectories. There is 
a whole history in this if we go back to the interviewees’ families. I will give a couple 
of examples just focusing on occupational trajectories. In one family, these trajectories 
can be mixed. Amelia’s family is an example. While one side of her mother’s family 
has long been educational entrepreneurs, her father’s family was much less well off. 
Her father was the only male who made it to university, and then started a career as an 
academic. Occupational trajectories can also change in one generation. While Oscar’s 
father started his professional career as an academic, he ended up as a senior corporate 
manager in one of the largest Chilean banks. Ernesto’s father transited from being an 
independent lawyer to working as senior adviser for the dictatorship to becoming the 
CEO of one of the most powerful and influential corporate gremios (entrepreneurs’ 
associations) in the country. These changes also happen in the lives of many 
interviewees. Francis, for instance, grew up in a mixed family of entrepreneurs and 
intellectuals, but he became a senior manager in the corporate world. When Frederick 
was senior presidential adviser, he had a team of ten professionals who supported him 
and he had a fixed income. Now, it seems that he does his job mainly alone and he 
doesn’t have a stable income since he depends on projects, though they are large.
Probably, intergenerational class change is what influences class ambivalence the 
most. Frederick and Alejandro, and in a lesser degree, Oscar and Germán, all grew up 
in families that were part of the professional fraction of the ruling class. But all of 
them, in one way or another, in one generation, became part of the corporate fraction 
of it. All of them are or have been senior managers in state or private or transnational 
corporations; exert or have exerted authority in the work place or the public space, and 
are highly qualified -the majority of them with postgraduate degrees from overseas. 
Though they are not at the top of their organization now, they could be in a couple of 
years more. These trajectories, thus, are dependent on position in the life-cycle. They 
all represent the case where the corporate fraction of the ruling class absorbs prominent 
members of other fractions or the middle class.
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Class also changes at a structural level. Frederick gives a perceptive account of the 
structural changes of the ruling class in the past 40 years, linking those changes to 
economic and political transformation.
Economic power tended to change in the 1970s, 1980s, and 1990s from 
traditional groups linked to the land to financial groups. Although the latter 
groups are also hereditary, the situation is less extended than in the former 
groups.... It has also changed politically. From a hyper excluding dictatorship 
power, it was expanded to an extended political class.
The three dates that he gives are not casual; they cover the right-wing civil-military 
dictatorship, the second wave of neoliberal reforms and its crisis, and the recovery of 
democracy respectively. In those years the country and the social structure of Chile 
radically changed, and with it, the configuration of the ruling class (chapter one).
Neoliberalism produced an economic restructuration that can also be related to this 
class ambivalence of the ruling class. One of the most visible for the ruling class is 
transformation of property that becomes more diffuse and not always linked to 
production directly. Germán, for instance, works in a public-private organisation 
whose property is shared between the Chilean state and an overseas corporation.
John’s old and new established companies are owned by him, his family... and the 
banks that gave him the loans. Pedro and his wife are minority owners of different 
local companies through a number of stocks that they have. In some cases, these stocks 
are bought by investment societies that use fantasy names or that are owned by other 
societies. Charles’ family’s multiple businesses are now managed by a family office 
managed by his father. These family offices increasingly are overtaking brokerage 
firms for the administration of the wealth of the rich.
This has an impact on authority, particularly in the case of complex organizations 
where managers take multiple roles. Germán and Alejandro work in the second line of 
management in their companies, but they are in the very first line in the subsidiary 
companies that are owned by their companies (cf. fractal organizations, Connell, 
2009a). Forget then the classical businessman who runs his own business and who
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clearly can be identified as the owner and the main authority. This allows managers 
who accomplish multiple roles not to identify themselves with power.
Along with these processes, the Chilean economy has seen dispersion in the wealth of 
the rich. Solimano and Torche (2008) suggest that the intra decile variation of income 
is higher in the richest decile (140%) in comparison with the variation within the 
poorest one (70%). Espinoza (2012) states that the per capita income in the percentile 
one hundred is almost twice as much as in the percentile ninety-nine but that these two 
percentiles get 20% of the total income. This situation can also generate a feeling that 
wealth is elsewhere. Even in elite private schools, it is difficult to really know who has 
what. The current principal of Germán’s exclusive and expensive non-Catholic elite 
private school states that they don’t offer scholarships since “With the Chilean tax 
system, today it is very difficult to determine who exactly has and who doesn’t have 
money (to pay the school)”.
Schools and the ruling class in a new age
The changes in the ruling class can be appreciated in the interviewees’ narratives in 
relation to how the intake of elite private schools has changed. Many see that there has 
been a process of “elitization”. Older interviewees see this process when they compare 
their situation with their older or younger siblings’ times. Ernesto, who also suggests 
that at his time the intake was middle or upper-middle class, states
I see an important difference... Thinking in my youngest brother’s generation... 
There were people with much more money than us. In my time, everyone was 
more alike... I’ll say that in general, they were people that despite having money, 
they were less ostentatious.
Frederick, who attended another non-Catholic elite private school, complements 
stating that
I’d even say that in my oldest brother’s generation there were more children of 
professionals. However, in my youngest brother’s generation there were more 
children of businessmen and senior managers.
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Germán and Alejandro, enrolled their children in their schools, state that their schools 
are now more sophisticated.
These narratives reflect how in the past 40 years Chile has become a much wealthier 
country-though wealth is still highly concentrated. They also show that with the 
neoliberal policies, managers and businessmen have become more prominent members 
of the ruling class. They also reflect a changing meaning of money from austerity to 
conspicuous consumption (Kenway, 1990), from a society of citizens to a society of 
consumers (Moulian, 1997). Germán says that at his time at school in the 1980s 
“money was not cool at all” (chapter ten). At the same time but in a different type of 
elite private school, Alejandro states that despite having schoolmates who were 
multimillionaires “It was not noticeable who had money or it was an issue that was not 
remarked”. Among ruling class people, there has always been an idea that being 
austere is a value of differentiation even associated with a Catholic morality (Thumala, 
2007). But it is not clear if it was a value itself or because in a comparative perspective 
before neoliberal reforms it was a relatively poor ruling class in comparison with the 
ruling class in the global north (Contardo, 2008; Salazar, 2009).
Gaby summarizes how neoliberal politics have changed the life of the ruling class.
If I compare my experience with my [teenage] children’s who attend (name of 
John’s school)... Sometimes I see the quality of life of these children and you say 
‘wow’. I don’t know if it is because of the school or because things have changed 
too much. Today for these children it is normal, not for me, that they graduate 
from school and receive a car as a gift. In my time, you didn’t even think about 
it. If you were lucky you travelled overseas once, and it was like ‘wow’. 
Nowadays, these children want to travel overseas five months per year. This is a 
generation that has everything easier than us. Thus, we weren’t very concerned 
about money [at school]... I think that we did live well, yes. But also... my time 
was like a parenthesis within the Chilean history. It was like an exception, there 
were fewer things, so you could compete much less. We didn’t speak about these 
issues [money].
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Even in this personal narrative Gaby is differentiating herself from the ruling class.
She implies that her children’s demands are not connected to herself, as if she or her 
husband weren’t the ones that buy the cars or pay for the overseas trips. She also 
suggests going to school during a parenthesis of Chilean history (1970-80s). She is 
right, but it was a parenthesis for the ruling class hegemonic project that was recovered 
after the dictatorship and neoliberal reform (Moulian, 1997; Salazar and Pinto, 1999).
The visibility of class: spheres of class formation
The idea that power is elsewhere contrasts with the fact that the production of class 
differences is part of the interviewees’ lives. There are several spheres where class is 
produced and where initial differences among fractions are overcome and class is 
made visible as a collective. Although each sphere has its own dynamics, the concept 
differs from Bourdieu’s (1984) concept of fields. Spheres are not completely 
independent from each other and they work together in the formation and 
reconfiguration of the ruling class. Each sphere does not distribute a specific form of 
capital, but contributes to the class formation as a whole. Unlike the concept of fields, 
thus, spheres do not overcome social classes but express that social class is a multi­
dimensional and dynamic structure. These spheres produce collective practices that 
produce class relations.
In this section, I will focus on the spheres that are more directly related to the 
education of the ruling class and its immediate consequences in a neoliberal economy: 
work, money and power. There are other spheres, like the state or globalization, which 
will need to be addressed by future research in the light of the changes in the ruling 
class presented above. The analysis of these spheres will complement the analysis of 
the domestic sphere presented in chapter twelve.
Geography
The ruling class is formatted around common geographic spaces. This is clear in the 
case of the upper-town. The upper-town is located in the north-eastern part of Santiago 
near the Andes Mountains. It forms an “affluent cone”; a formation that can also be 
seen in other capitalist cities around the globe. This is the area of Santiago where the
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great majority of alumni of elite private schools interviewed grew up and live now (24 
and 25 out of 26, respectively). Even those who didn’t grow up there, live there now 
(Germán, Emilio, Samuel) or pretend to live there (Enzo). In the map below, the 
upper-town is circled in green and downtown in red.
Map 1. Santiago city by predominant socio-economic status of households (c.2005)
N
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Mainly E (lower dass}
| Mainly D (lower class)
| Mainly C3 (middle class)
| Mainly C2 (middle dass)
| Mainly ABC l (upper class)
Services
—  1 Street markets 
• Supermarkets
Source: OCUC (n.d.)
The ruling class started moving from downtown to the upper-town around 1930. 
However, the upper-town was consolidated as a ruling class area during the neoliberal 
reforms, with the liberalization of land policies promoted under the dictatorship. This 
produced two opposed outcomes (Sabatini and Salcedo, 2011). In the short term, it 
triggered the expulsion from the upper-town of different slums during the 1980s and 
the extension of settlement to the north-east part of the city. This process was 
accompanied by the creation of large urban ghettos for popular classes by the housing 
policies of the dictatorship and the Concertación governments. This is a profit-driven 
business where Benja’s uncle is a main actor. At the same time, paradoxically, the 
liberalization of land reforms allows a small dispersion of the ruling class towards 
different areas of the urban periphery. One of these areas is where Oscar and his family 
live now.
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The ruling class’s movement from downtown to the upper-town had an impact in the 
urban landscape of elite schools. Until the 1930s, downtown was the place where the 
main educational institutions were established including Pedro’s (public) and Kurt’s 
(private) schools. The changes in the urban landscape meant that former elite private 
schools located downtown, particularly traditional Catholic ones, were abandoned by 
ruling class families. As these families moved to the upper-town, traditional Catholic 
congregations opened new branches. This was the case for Francis (chapter three),
Kurt and William’s schools. Congregations maintained the same name in the new 
branches and schools started being differentiated by being the upper or lower branches. 
William states that the change in the class composition of his father’s school was the 
main reason why he was enrolled in the new branch in the upper town.
I’d say that I wasn’t enrolled in my father’s school because of a social issue.
[Name of his school] was located near my house and my parents wanted me to
be educated with people from a socioeconomic level similar to mine. I’m sure
about that.
Although the schools in the upper-town and downtown are related since they belong to 
the same Congregation, class differences seem to remain as they are different schools. 
Kurt, who attended a downtown branch, that according to the principal “lost its elite 
status” after the upper-town branch was opened, suggests that between the “upper” and 
“lower” branches there was a “strong rivalry” grounded on class differences. “They 
have the infrastructure and a more educated cradle... they come from a socioeconomic 
context that boosts extracurricular activities”. Alumni from the upper-town branch did 
not even remember having any particular contact with the downtown branch.
The settling of elite private schools and the ruling class in the upper-town also 
increasingly reduced the number of ruling class students in selective public schools. 
This loss of status worked along with neoliberal policies that systematically 
undermined public education. John justified his mother’s education in the (elite) public 
sector stating that at that time “public education was decent”. Explaining the changing 
class boundaries of the Chilean school system, Germán argues that his father’s
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experimental, progressive and non-religious public school “was a very good school 
before, but after Pinochet’s period it started to decline”.
This geography of inequality is also produced outside Santiago. Various interviewees 
say that their families own, or that they have friends whose families own, houses in 
exclusive beach and lake towns where the ruling class spends their holidays. Alejandro 
implies class difference when he states that when his friends went to chanear during 
the holidays, they used to go to the beach-town that was next to the one where they 
were staying. In these beach and lake towns, the upper-town space is reproduced. 
These recreational spaces of the ruling class are crucial for the strengthening of dense 
social networks both within and outside elite private schools. It also produces a sense 
of diversity since it is a focal point for students and alumni of different types of elite 
private schools. They are also spaces where many alumni of single-sex schools 
encounter the other sex. No alumnus of a selective public school recalls having gone to 
these places in their childhood or today.
Networks
Along with the knowledge that they provide, the main function of elite private schools 
is to produce a dense and close social network. Monica argues that
The school is more than education. It is about the network you can create. The 
friends you make there are for good. People who are in good schools, private 
schools where the socioeconomic level is high will have more contacts in 
companies, in the government.
This is not an isolated statement since all men and women argue the same. Frederick 
calls it the “perverse networks”.
These networks have a family origin: twenty-three out of the twenty-six interviewees 
who are alumni of an elite private school declare that one of their parents is also an 
alumnus of an elite private school. In fifteen cases, both parents are alumni of elite 
private schools, and in six cases, at least one is alumnus of the same school as the 
interviewees (e.g. Amelia, Kate, Oscar). The network is continued with wives and
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children. Only two alumni of elite private schools married women who did not attend 
one of those schools. In the case of the interviewees’ children, all alumni of elite 
private schools with school age children enrolled them in elite private schools. 
Moreover, nine out of thirteen enrolled their children in the same school one of their 
parents went to. Among the ones who don’t have children, all but Benja named elite 
private schools for their children.
Although there are more than 12,000 schools in the country, among ruling class people 
there is a sense that there are no schools outside elite private schools numbering about 
40 in Santiago. Explaining why she chose her own school (Kate’s) for her daughters, 
Maida -a  political scientist who works for a business association- states that “Among 
the choices that I had [she excludes new-Catholic movement for being too religious 
and British oriented non-Catholic ones for being too focused on money]... I swear you 
that there weren’t many... People say that there are a lot, but which other ones?” Her 
only possibilities were three: Francis’s, Alejandro’s and her school. Even Frederick, 
who is highly critical of his school’s social closure and who is the only alumnus of an 
elite private school who didn’t marry a woman from an elite private school, enrolled 
his children in a non-Catholic elite private school.
Alumni of selective public schools also prefer elite private schools for their children, a 
choice which expresses the ascendancy of the ruling class over other classes. Pedro, 
who grew up in a lower middle class family, enrolled his oldest son in the upper-town 
branch of Kurt’s school after his son wasn’t accepted at Amelia’s school. Although he 
says that “Being part of [name of his selective public school]... has always made me 
thrust my chest out”, there is not much loyalty to the school, in contrast with alumni of 
elite private schools. He states that “It is not part of our definitions as couple, as 
family, to enrol our children in [name of his school]”. He starts explaining that they 
didn’t choose his school because it starts in year 7, so he wouldn’t have too many 
roots. But then the explanation turns into the physical distance that can be a 
“complication” or problems of “integration” as they live now in the upper-town and 
the school is downtown. They like “the specific weight” and the “matrix” of the elite 
private school where they enrolled their son (Samuel’s), and that it “gives more tools 
to be happy in life”. He argues that “our experience [current class position] led us to be 
more comfortable in other schools”. They are using the elite private school to
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consolidate their class position. Pedro is not alone in this. According to him many 
alumni of his school would enrol their children in private schools if they had the 
money.
In a context of class endogamy and neoliberal politics, public schools and even non­
elite private schools aren’t an alternative. Indeed, they are seen as a threat. John 
explains why he would not enrol his son in a selective public school.
Would I enrol my son in [name of Pedro’s and Tom’s selective public school]? 
No, I wouldn’t enrol him in it because they [students of that selective public 
school] would destroy him because he would be too cuico (posh) for them.
Connecting class and race, Pedro states that his younger sister went to a local public 
school but she didn’t feel accepted because “she is blonde and has green eyes; she is 
more pituca (posh)”, so she was changed to a private school. Something similar 
happened with one of Amelia’s sisters who was enrolled in a private school that have 
lost its prestige, but was severely discriminated against because she had attended 
Amelia’s school beforehand.
It is not that the interviewees declare that they want social isolation. Rather, they 
reinforce the idea of diversity without diversity (chapter ten), but at the same time they 
strengthen the idea that power is elsewhere. John, for instance, states that his son’s 
school
Must be a school where you can find everything [in terms of social class], but 
where there are children like him too. ‘What does your dad do? He works in a 
company. How is he doing? More or less: we live in [name of one of the upper- 
town municipalities where John lives], we go on vacation when we have 
money’... That's what I want my son to learn.
Like other interviewees, John wants a more inclusive school, but not too inclusive. In 
fact, John has given a description of a ruling class family not an average family.
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The nodal character of elite private schools not only worked while interviewees were 
studying. Germán is still closely linked to his school. He even states that his “school 
experience didn't finish when I graduated, it almost started'’. He continued playing 
rugby for the alumni team until he had an accident. He has now an active participation 
in the alumni sports and social club where he has a manager position and where he met 
his wife, an alumna from the same school. Alejandro, who also married an alumna of 
his school, states that he never thought of another school for his children. He also has 
an active life in the school that allows him to embody certain masculinised practices, 
such as playing soccer or practicing an “active fatherhood”. Participating in the school 
gives him also the chance to supervise the class boundaries by knowing his children’s 
friends and parents. He thinks that school activities are very good “because you start 
knowing people better, the parents of my children’s friends, so you can realise who is 
who”.
The class endogamy produces a sense that education “is more than education”. There 
is a whole idea among ruling class people that what makes elite private schools 
distinctive is a particular set of values. William, Kate’s second husband, who recalls 
that his school gave him “very good values”, stresses that for his children he prefers 
“formation in values rather than academic excellence”. Although the schools’ value 
transmission has its notorious limits as we saw in chapter twelve in relation to women, 
this is a persistent narrative. Generally, interviewees have great trouble trying to 
explain what exactly they mean by this idea of values, and the “value” narrative takes 
different forms. However, the common denominator is that behind it there is a sense of 
social superiority. Having “integrity” (Francis), or being “from one line” (Kate), or 
having “clear thinking” (George), just to give a couple of examples, seems to be a key 
subjective element in the production of class differences.
These values, particularly for members of the traditional oligarchy fraction, seem to be 
something that people inherit from their families. Francis (chapter three) explains that 
“Chile has a quintile of population that is very well educated. I’m not talking about 
having access to education... For me education in a 60% comes from the educational 
transmission from your parents: values, hygiene, a way of seeing the environment and 
the society”. For this fraction, education is a whole worldview, a whole philosophy of
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life, “culture”. It is something that neither educational credentials nor money can 
acquire.
Describing how the intake of his school has changed, John has a negative view of the 
“new-rich” who have benefited from neoliberal reforms making quick money and 
changing the boundaries of the ruling class.
Now I see a lot of cu íco s  (posh people) in the school. Cuícos in a bad sense. 
People with money who basically put the money to show that they have money. I 
don't like that... I don’t like social climbers. I see that the school has many social 
climbers nowadays. People who have made money quickly and who like to 
throw money on the table. They are like ‘I'm driving a Land Rover, let me pass.’ 
Why do I have to let you pass? You have to queue like everyone!’... It’s an 
educational thing. I feel that they lack education in relation to their children.
Tertiary education
This educational class dynamic is also replicated in post-school trajectories. Although 
all interviewees attended higher education, what counts as higher education is 
university -not technical- education. Ernesto who is the only alumnus of an elite 
private school who has a technical degree and who went on a pilgrimage in different 
degrees and universities before enrolling in a technical institution states that
I’d have never thought I was going to study a technical degree in [name of 
private institute]. For me, it was as if that technical degree didn’t exist. I mean, it 
was the crappiest thing that could exist.
There is a different attitude towards university depending on the type of schools 
interviewees attended. While for alumni of elite private schools it was the natural path, 
for alumni of selective public schools it was a priority to secure their professional 
status (Emilio, chapter five). This is not mere social reproduction, but it is linked to the 
interviewees’ biographies. While all but two of the fathers of alumni of elite private 
schools completed a university degree (Gaby’s, John’s), none of the fathers of alumni 
of selective public schools did. At the time when fathers’ generation attended
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university, it was the privilege of a few: in 1960 and 1970 only 4% and 9% 
respectively of the population 20-24 years old attended (Arellano, 2001).
But not all universities are considered equal by the ruling class. Outstanding students 
knew that they had to study in one of the two oldest traditional selective universities. 
Francis and Amelia, for instance, from their last year at school knew that they had to 
study in the same university their fathers had attended. However, some interviewees, 
like Monica and Ernesto, did not even consider studying in the oldest public traditional 
selective university because it was “from another reality” or “full of communists”. In 
fact, that university is much more socially heterogeneous than average. Oscar, for 
instance, states that he learnt about the existence of social classes at that university. 
While in the oldest public university 37% of the intake in 2010 attended a fully-paid 
school, in the Catholic one 66% attended one of those schools (SIES, 2012).
Those who did not do well in the university admission test had the alternative of 
studying in one of the private universities established after the neoliberal reform in the 
early 1980s. More than half of the interviewees attended one of those universities. The 
type of school that interviewees attended did make a difference in the type of 
university chosen. While all alumni of new Catholic movement schools except Benja 
attended private universities, alumni of traditional Catholic or non-Catholic schools 
were distributed evenly between these two types of universities.
Within private universities, however, there is also segmentation. There are universities 
that were established in the upper-town (some established by new Catholic 
movements) and others downtown or in the periphery of the city (some of them, 
established by traditional Catholic congregations). While in the former group there are 
universities where 92% of the intake attended fully-paid schools (John’s), there are 
others where less that 1% attended those schools. Almost all alumni of new Catholic 
movement schools attended private universities in the upper-town, while the majority 
of alumni of traditional Catholic schools went to the ones downtown.
In a context where tertiary education is becoming more accessible to everyone, the 
new line of exclusion is postgraduate degrees. As Frederick suggests, “everyone knows 
that postgraduate studies are nowadays more determinant to get into the political or
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economic elite”. While less than 2% of the population in their age range has a 
postgraduate degree (Madrid, 2009), almost half of the interviewees have one. Not any 
postgraduate degree counts in the same way; those that are done overseas, particularly 
in North-western Europe and the US, count for most. Alumni of an elite private school 
know: half of those who have a postgraduate degree completed it overseas, particularly 
men. Also, they are better prepared, as Frederick argues, because private schools 
provide English knowledge “that is crucial to study abroad”.
The state actively promotes this kind of division. For instance, while students from 
fully-paid schools represent only 7% of the system intake, half of the applicants who 
got a scholarship offered by the Chilean state to study in Chile or overseas attended 
fully-paid schools (CONICYT, 2012). Gallegos and colleagues (2010) argue that the 
majority of the applicants for the state scholarships to study a postgraduate course 
overseas attended fully-paid private schools located in Santiago’s upper-town.
Overseas education is seen as much better than the one offered in Chile though it can 
be more than five times more expensive. But it is not always a better education.
Francis suggests that for him what counted was not the MBA, because the “knowledge 
is in the books”, but “the experience of living abroad”. This situation expresses a long 
standing admiration for overseas countries; Europe up to mid-1950s, and the US 
afterwards, became a mirror and a path to follow (Larrain, 2001; Moulian, 1997). It is 
not casual when Germán suggests that “the correct answer for Chilean development is 
in some point between the US and Europe”.
Work
Despite all the arguments that the labour market has changed in a way that makes it 
impossible to speak about class, at biographical and practice levels, labour still counts 
in the formation of class. Instead of the reflexive worker promoted by individualization 
theorists, there is a whole class pattern in labour trajectories and work practices that at 
the same time is connected with the educational trajectories (Atkinson, 2010). For 
instance, there are strong differences in the type of work done by the fathers of alumni 
of elite private and selective public schools. In the first group, fathers used to work 
running their own / family business (Charles, George, John, William, Francis, Benja,
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Simón, Arturo), working in command positions (Oscar, Ernesto, Monica), and as 
highly qualified employees who also had the possibility to practice their professions 
independently (Frederick, Kate, Amelia, Igor, Kurt, Germán). Fathers of alumni of 
selective public schools had working class or lower middle class jobs. Pedro’s father 
was a professional soccer player but later he worked as a driver for a state company. 
Emilio’s father has been a small entrepreneur who now works as a sales supervisor in a 
department store. In all the cases there are changing labour trajectories; but the 
trajectory of the fathers of elite private school alumni seems to be more ascendant and 
always starting from a higher point in the labour structure.
These differential trajectories have an impact in the interviewees’ labour experiences 
since they have access to different networks. While half of the interviewees from elite 
private schools got their first employment using personal or school contacts (e.g. 
Charles, Alejandro, Monica, Kate, Sofia, Benja), alumni of selective public schools 
had to start from the bottom (Emilio) or accepting the first job offered (Pedro). This is 
not a random issue. Undurraga (2010, p. 20) states that for headhunter companies 
“schools are highly valued in the labour trajectory of senior executives, even more than 
universities”. At the same time he found that headhunters themselves used their 
personal network of contacts when searching for a senior executive.
The use of social networks to get favors is what colloquially is known as pituto and 
reflects the importance of strong, not weak ties. Although this practice has been more 
associated with the middle class (Barozet, 2004), particularly using the state, clearly it 
is not confined to that class but is extensively used by the ruling class. George, who is 
conscious of his privilege and certain about his future, states that
In Chile, pituto works a lot, especially for getting good jobs... It is desirable that 
it changes but it is complicated. It is difficult for people to change their 
mentalities... For example, as a person whose parents have money I’m going to 
be able to be someone more important than a guy whose parents don’t do as well 
as mine.
These class differences in the labour market are replicated in the formal and informal 
distinctions in both the state and private sector. The state corporation where Alejandro
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works is highly stratified in different work categories. Each of these “categories” have 
radically different social benefits and working conditions. Alejandro has always 
worked in the top category, the one reserved for managers. Nowadays, there are 
around 100 people working in that category, or 0.7% of the labour force of the 
corporation. On the other hand, in the exclusive private hospital where Igor now 
works, until 2010 “doctors had lunch in a different dining room from other employees, 
served by a waiter”. These differences are accentuated in some cases where 
interviewees mainly work with people from a similar class background. At William’s 
workplace the management team is composed mainly of alumni of all-boys elite 
private schools. The same can be seen at la mesa in Charles’s workplace (chapter five), 
or at the management level of the state company where Francis works (chapter three). 
Oscar even suggests that in one of the transnational companies where he worked all 
executives were “cut out by the same scissors” (chapter six).
There is also an impact in work practices and class differentiation. In the narrative of 
alumni of elite private schools, there is constant reference to being independent, 
autonomous and in control of the situation in the workplace. Charles who has been 
working less than three years wants to be independent shortly and start his own 
brokerage firm. Senior managers, such as Germán, Francis, Oscar, Frederick and 
Alejandro, support the huge amount of work they have by prioritising, being creative 
and delegating. In a context of class segregation, ruling class labour practices contrast 
with some interviewees’ opinions about labour practices outside the ruling class.
People from lower-middle or working classes are seen to have less capacity for 
leadership (Francis, chapter three), to be less committed to work, to have less career 
expectation (Benja, chapter four), or as being people who need to be supervised not to 
fool around during working hours (Arturo). Interestingly, the majority of the decision 
making process in the workplaces of ruling class men and women occurs among 
owners and senior managers. None of the organizations where the interviewees work 
have unions except those of the state. This is a broad reality of Chile where the union 
density is just 12-15% of the employed labour force (DIRTRAB, 2011).
In terms of authority, ruling class men also have a distinguishable position in their 
workplace despite the diffusion of property. Senior managers today are producing a 
whole new way of doing business. They are key elements in their organizations and for
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global capital. Although Germán argues that he is in a position “with not much 
responsibility”, the truth is that he is thinking and organising the “whole chain of 
production of value”. Senior managers have a lot of organizational power. The 
majority of them are in charge of many people and are responsible for huge amounts of 
money. While he was presidential senior adviser in the state, Frederick had a lot of 
power. He suggests that in the left-wing political party people are more suspicious 
about him for being a technocrat than for being an alumnus of an elite private school.
It is evident that in a party where there are many middle class people, lower- 
middle class people, workers, union leaders... sometimes I notice certain 
reluctance like ‘this little boy... a bit posh that speaks English’. But that is also 
mixed with the idea that I’m a technocrat... that I want to impose a neoliberal 
vision.
In this narrative, Frederick not only stresses class difference but more interestingly 
places himself in the ruling class. Not only by default but in terms of his position in the 
party, that he even has the power to impose an ideology that goes against the party’s 
principles. But he moves in the party as if he didn’t have a past or a present social life, 
as if he were outside the class structure.
Ruling class men and women can access power and authority by other means. They 
can have access to it because they work in a family business or are related to it (Benja, 
Arturo, John) or they have the family to back them up in their new businesses (Charles, 
Maida). They can also have access using the educational system and the state. Kurt 
states that
Because of my level of education... with the traditional degree that I have.... my 
likelihood to access to power is higher... I’m a pelele [powerless man] but I have 
had meetings with ministers and other regional authorities... I’ve rubbed 
shoulders with power and somehow I’ve administered it, though in small 
portions. I’m 30 and I don’t expect much at the moment... but I feel 
administering power from my position.
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This narrative expresses not only the broad reality of the ruling class, but also how it is 
made through the educational system and the state -even for those who commonly 
won’t be considered as members of it. Probably he doesn’t make decisions at a 
national level now, but, as he says, he is just 30.
Money
In a neoliberal economy, access to money is the key element to enter or maintain 
oneself in the ruling class, even more than property as it was understood in most of the 
twentieth century. Interviewees have access to money from different sources. Although 
some interviewees grew up in old-money families (Charles, William, and in a lesser 
degree, Francis), with a segmented and precarious labour market, there is an additional 
source of money for highly educated men and women: salaries or what have been 
called “surplus wages” (Milner, 2003; Zizek, 2012).
One form of surplus wage is getting even more money. Some interviewees make a 
great amount of money as salaries, even in the public sector. Francis alone makes 70 
times more per year than someone who earns the minimum wage, 34 times more than 
the average wage, and almost 20 times more than a whole household’s average 
income. Although Francis doesn’t have the exorbitant wage of CEOs in the private 
sector, he is in the richest 1% of the income distribution at the age of 40 (MINDESOC, 
2012a). Others with their salaries (and their partners’) can afford spending between 4 
and 10 minimum wages on their children’s monthly school fees alone (Frederick and 
Maria respectively).
These surplus wages are strongly related to the level of qualification. In Chile, 
someone with a university degree earns 3 times more than a secondary school 
graduate, and if someone has complete postgraduate studies this difference increases 
up to almost 5 times (MIDEPLAN, 2010a). However, even among similar graduates 
from the same university, it is possible to determine differences in income related to 
class origin. Analysing 12 years of the labour trajectory of graduates of business and 
economics from the largest traditional selective university in Chile, Núñez and 
Gutiérrez (2004) found that those from the upper-class -measured by having a 
European surname, living in the upper-town and attending a fully-paid school- earned
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approximately 50% more than those who didn’t grow up in that class milieu, even 
regardless of academic performance at university and school, second language 
proficiency, postgraduate studies, etc. They argue that the class earning gap is larger 
than gaps reported elsewhere for gender, race and physical appearance.
This level of wages contrasts with what people from other classes get. William 
explains how the whole tertiary system has been structured on class lines like the 
school system. He is a senior manager in a tertiary education institution that offers 
technical degrees. Reflecting the increasing marketization of education and grounded 
on the idea of individual social mobility, William states that
The socioeconomic profile of our students is C2-C3 [the middle class in market 
studies]... that is first generation entering into tertiary education... Studying here 
means jumping from earning US$500 to US$1,200 per month to our students. 
That’s our objective. In so doing, we go to sleep peacefully every day.
The latter figure is 2/3 the national monthly household median of income, or between 
1.4 and 3.2 monthly minimum wages. Clearly, much less than what all my 
interviewees make every month or what is required to enrol someone in an elite private 
school.
The other form of surplus is time, or working less time for the same or more money. 
Igor states that in the exclusive private hospital where he works
You have less volume [of patients] and more cost [for patients]. That means that 
in the end you work a bit less and probably you make almost the same [amount 
of money]....It is an easier life.
But someone has to pay for that. In the hospital the ones who pay that bill are the 
patients. In Charles’ case (chapter five), less work and more payment of la mesa is 
compensated by people working at the back-office or in the merchant and acquisition 
area.
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Another form of surplus wage grounded on time is flexibility and autonomy, 
particularly in the case of senior managers. Although they work extremely long hours 
(chapter eleven), generally they can control their labour routine to a degree that other 
workers can’t. It is what Germán calls “de facto flexibility”.
With the fmancialization of the economy, banks acquire a major role for getting 
money. This also makes a great difference. Although Ernesto’s father “spent 2/3 of his 
wage in education” for his sons, this did not result in a loss of privilege, but in debts. 
His father had access to a bank credit that was not possible for other people at that 
time. More recently, John has established different companies borrowing large 
amounts of money from banks. On the contrary, Kurt, who comes from a much less 
affluent family, didn’t have access to bank credit when he established his own 
company with a friend. The result was bankruptcy.
The amount of money that some of these men and women are hoarding makes them 
think of living without working in the future. Alejandro is planning an early retirement. 
With his boss, who is about to retire, Alejandro is planning a move that will bring him 
into the first line of senior managers of a giant state company. This planned move will 
give him the opportunity to reach his professional goals and to finish accumulating 
enough money to retire ten years before the legal time and finally have more time for 
his family. Francis is unsure if he will continue climbing to the directorate. He even 
conceives the possibility of a sabbatical year, moving overseas with his family and 
paying for his wife’s postgraduate studies. That is why he has saved “a lot of money”. 
John envisions a future where he and his family can live with his companies’ profits, 
where he can live “without working”. This is a privilege reserved for a few only.
Reflections
The paradox of the invisibility and visibility of the ruling class is a constitutive 
element of contemporary class formation. Class invisibility makes it easier to produce 
class differentiation and exclusion while reducing class conflict. This operation 
produces a sense that social differences are an individual problem. The invisibility of 
class, however, contrasts with its objective materiality. There are different spheres of 
everyday life where class is more than evident. These spheres produce a great division
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between the ruling class and the rest of the population, or what Emilio calls “the two 
Chiles”.
Examining the geography of the city and the school networks it is possible to predict 
the work trajectory. This is not a linear process, as class boundaries are not fixed. The 
ruling class is a broader reality than what some interviewees and scholars presume. It 
is around class boundaries where the paradox of class formation is produced. For 
instance, where does the upper-middle class start or where is the division from the 
ruling class? Analysed from this paradox we can see that that division has the precise 
consequence of blurring class divisions and making power appear as something that is 
elsewhere.
However, even for class dissidents like Frederick and Benja, or for class outsiders like 
Oscar, their material conditions of life and their access to power put them in a position 
of power in relation to people who didn’t have a similar life trajectory. The paradox, 
thus, is that class becomes a diffuse entity if we work with a pre-established and 
categorical concept, but something extremely concrete if we examine people’s lives as 
a collective. The transformation of the ruling class might have made its boundaries less 
clear, but by no means have those boundaries, and their consequences, disappeared. 
The working and middle classes are still fundamental in the formation of the ruling 
class.
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CONCLUSIONS
Summary of the thesis
The aim of this study has been to examine the emerging masculinities in the 
contemporary Chilean ruling class, and the role of elite private schools in this process. 
Based on a relational approach to both masculinity and class, the study assumes that 
class and gender are not fixed or autonomous structures, but emerge through social 
relations and are mutually constructed. Studying the most privileged part of the society 
in terms of class (ruling class) and gender (men) has led us to the question of how their 
privilege is maintained and how oppression is possible in a changing world.
In Part One, I explored different approaches to power and privilege. Grounded on a 
review of the concept of ruling class that incorporates the feminist critique of class 
analysis, I proposed an extended version that allows moving the focus beyond the 
purely economic and allows the incorporation of women and non-corporate members. I 
also discussed the concept of hegemonic masculinity and its connection with the 
concept of the ruling class.
In Part Two, seven case studies were presented. The cases showed how different 
masculinities and femininities were constructed in different fractions of the ruling 
class. Each case focused on the gender arrangements arising from interviewees’ 
families’ and schools’ dynamics, and from their labour processes. These cases, plus the 
case studies and interviews not presented in full, give a rich and detailed account not 
only of the life of those men and women, but also of how the processes of class and 
gender formation are linked; and of how they are connected with political 
(dictatorship, democratization) and economic (neoliberal reform) processes. The case 
studies illustrate how hegemonic masculinity is embodied through class, not as a fixed 
pattern or type, but as a project that unfolds through time and in different institutional 
settings. Emerging forms of masculinities were presented, some of them pointing to 
different dimensions of hegemony. In the case studies, the onto-formative character of 
class and masculinities was stressed.
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Arising from the case studies, in Part Three, integrative themes were analysed. Chapter 
ten examines institutional practices that allow elite private schools to produce internal 
and external differentiations. In this operation, the ruling class presents itself as 
distinguishable from the rest of society, but not as a homogeneous bloc. Chapter eleven 
explores the unstable character of hegemonic masculinity and how it can vary in one 
institutional setting and through the lives of ruling class men. Despite this instability, a 
durable gender and class inequality can be seen. Chapter twelve examines the role of 
women in ruling class men’s lives, showing how this role is not only different 
depending on class (e.g. nanas, chaneo) but even within the ruling class (e.g. mothers, 
wives). Complementing the findings presented in chapter ten, chapter thirteen suggests 
that the visibility-invisibility dynamic is a constitutive element in the formation of the 
contemporary ruling class.
In what follows, I will offer reflections that bring together common themes from 
different parts of the thesis. I will discuss the relationship between the formation of the 
contemporary Chilean ruling class and the multiple hegemonic masculinities that I 
found. I particularly focus on the role of elite private schools and women in these 
processes. The main thread of this discussion is a reflection on how hegemony is 
produced in terms of class and gender relations.
Ruling class hegemony
The results from my study support the idea that there is a ruling class. However, the 
ruling class, like other classes, is not a clear-cut pre-existent entity external to people’s 
lives. The formation of the ruling class is a relational and dynamic process that is 
embodied in people’s lives and at the same time constrains or makes different class 
practices possible. Examined through the life-histories of men and women, the 
formation of the ruling class is not a linear or a one-off process. On the contrary, we 
can find multiple class trajectories within one person. Not even ruling class fractions 
are static entities. In Kate’s life, for instance (chapter eight), there are traces of the 
traditional oligarchy, the professional-managerial, and the emerging business and 
political fractions. This goes beyond the debate in the 1980s about whether the head of 
the household or the nuclear family should be the unit of analysis (Crompton, 1998, 
pp. 92-97), and shows the importance of studying extended family connections and
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relations when studying class, particularly in Latin-America. Class doesn’t exist in 
isolation from other social relations.
The findings also show that for ruling class men and women, class is a paradox. On the 
one hand, during the interviews they referred to it continuously. I have shown how the 
interviewees refer to class in highly heterogeneous ways not only to describe 
themselves (i.e. the social images that they have about their schools, chapter ten), but 
also to differentiate themselves from and exclude the middle or working classes from 
privileged positions (chapter thirteen). Men and women interviewed refer to class as a 
multi-dimensional social structure. Although related to the labour market and money, 
class for them also comprises family types, gender division of labour, sexuality, 
values, marriage, and the long relationship with elite private schools. As we saw in 
chapters ten and thirteen, education is more than a trajectory but includes belonging to 
specific institutions. These references to class were noteworthy since neither in the 
presentation of the research project nor in the life-history questioning were there any 
references to class at all. The life-histories from my study, thus, support the feminist 
idea that class expands beyond the economic field (Bettie, 2003; Acker, 2006).
On the other hand, men and women frequently suggest that power is elsewhere, 
particularly those from the managerial and professional fraction of the ruling class. 
When they have to position themselves in relation to the distribution of power, they 
seem to be powerless, or they just try to pass-class (Bettie, 2003). Passing-class 
describes the situation when people do not want to be identified with a specific class 
and either embody other class practices or overtly reject their own class. At a first level 
of analysis, this character of class awareness would seem to evoke just a sense of 
differentiation rather than a belonging, almost an individualized class (Savage, 2000). 
This conceptualization seems to fit neoliberal times. For instance, class mobility in 
Chile since the neoliberal reforms has passed from being collectively promoted by the 
state to being abandoned to individual achievement (Espinoza, 2002). However, my 
study suggests that class is still a collective process but it has taken a new form. 
Making class invisible when having to speak about power distribution contrasts not 
only with the way my respondents use class to differentiate and exclude others, but 
also with the fact that in the lives of these men and women the materiality of class also 
becomes evident, in multiple spheres of their lives: money, work, networks,
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geography, university (chapter thirteen). There is a whole regulation of members and 
class boundaries, and a lack of contact with working class people outside authoritative 
or asymmetrical relationships. Moreover, the control of the state, or the pragmatic use 
of the state, still occupies an important role in the making of the ruling class, as 
Francis’s (chapter three) and Alejandro’s (elsewhere in the thesis) cases showed. This 
is not an individual process but a collective one. The difference now is that this 
collective action instead of being mostly regulated by the state is mostly regulated by 
the market. The whole reconfiguration of elite private schools is an example of this.
Diversity in the educational offering of elite private schools can be related to processes 
of internal differentiation and external exclusion. It might be hypothesized that the 
contemporary diversification of these schools’ cultural offering contains and canalizes 
the class conflicts and ideological divisions that economic and political processes 
produced in the past forty years. Within one system of privilege there are many 
alternatives for different class fractions. Although these fractions are not 
homogeneously distributed within different types of schools, each can choose the 
schools of their preference. This dual process produces a situation of fractured 
hegemony where not all fractions are incorporated in the hegemonic bloc (Fernandes, 
2011), or where there is a situation of permanent contestation of power.
Simultaneously, elite private schools exclude from their clientele non-ruling class 
families, and differentiate themselves from non-elite private schools. Through this 
exclusion, elite private schools can secure their privilege; they do not have to deal with 
hard-to-educate students, and at the same time, they have scarce competition from 
public schools (that concentrate hard-to-educate students). By the differentiation 
process, elite private schools avoid any suggestions of being part of the educational 
problem because the problem is based on non-elite schools, particularly, public non- 
selective schools. In short, elite private schools do not suffer any of the negative 
consequences of neoliberal educational transformations, but transform themselves into 
a model of schooling for the rest of society. Elite private schools then legitimise their 
educational achievements not as related to class inequality but as an individual success.
The double process of differentiation and exclusion acts as an adaptation strategy and 
can be related to the bubble-heterogeneity effect (chapter ten). This can be seen at
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three different levels. First, in situations of social tension like economic or political 
crisis, the “diversity without diversity” of these schools produces a sense that they are 
the society and that beyond them, there is nothing else, or there is chaos. Second, in a 
context of supposed diversity and heterogeneity, power seems to be always 
everywhere. This diversity potentially allows alumni to fail to recognize themselves as 
members of the ruling class because they can claim that members of that class attend 
other types of schools. Finally, some of these schools can maintain the illusion that 
they prepare students for interacting with all social classes through forms of 
asymmetrical relationships such as sporadic and paternalistic service. The schools’ 
exclusivity and elitism are reframed by espousing principles of social justice (see 
McDonald et al., 2012).
Because this fractured hegemony addresses internal differences within the ruling class, 
it gives the members of the ruling class resources for maintaining their hegemony as a 
class -containing their conflicts and adapting to the new scenarios. The internal 
differentiation within elite private schools helps to de-legitimize public education, 
which is not even within the horizon of possibility for any of the interviewees. Public 
schools -even the selective ones- are seen as problematic and dangerous; inappropriate 
for ruling class men and women. Moreover, diversity of elite private schools makes it 
easier for some segments of the middle classes to enter circuits of elite private schools. 
Within a diversified offer, it is easier for the middle class to increase its chances of 
being admitted to at least one type of elite private school. Pedro tried first in a non- 
Catholic school for his son and failed, but he succeeded afterwards in a traditional 
Catholic elite private school (chapter thirteen). In such ways, the dual process of 
differentiation and exclusion structures not only the education system but also the 
whole class structure.
This fractured hegemony can be understood as a class strategy since through it, ruling 
class members obtain ascendancy over other classes. At an individual level, the ruling 
class becomes a model for the middle class, at least educationally and residentially. 
Alumni of selective public schools see elite private schools as models of an education 
of excellence. Behind the rhetoric of a better education is the fact of getting the 
connections they lack (chapter seven). Also, if they do well in life, they move to live in 
the upper-town. At a societal level, the diverse cultural repertories of the ruling class
251
expressed in a diverse educational offer, along with the idea that power is elsewhere, is 
one of the major conditions for the class structure not being questioned. This collective 
class strategy is also replicated in higher education. The expansion of the educational 
market boosted by the neoliberal reform does not result in an academic pressure for 
more rationalism in elite private schools. Rather, it results in adapting the tertiary 
sector, creating new universities that continue and expand the segregated school model 
(chapter thirteen).
Hegemonic masculinities in the making
The transformed collective character of the ruling class has its counterpart in the 
formation of hegemonic masculinities. In chapter eleven, I argued that hegemonic 
masculinity had an unstable character, that it was not a finished product. There are 
three reasons for thinking this way. First, the struggle for hegemony among different 
masculinities may not have a single winner. It is possible to find different hegemonic 
masculinities at the same time in both the same and different institutional contexts. 
Second, one body can experience transitions between different positions in hegemony, 
from embodying hegemonic masculinity in one setting or time to not embodying it in 
another, and vice versa. Finally, hegemonic masculinities are unstable because in the 
life course of those who might embody them, there are fractures related to individual 
and institutional crises.
The material from the life-histories suggests that it is not possible to talk about a single 
monolithic hegemonic masculinity in the ruling class. Although deeply related, there is 
no direct transfer of power from class to gender structures. On the contrary, the 
interviews show that it is possible to find different patterns of masculinities that have 
the ability to become hegemonic. They can be found not only at different geographical 
levels (Connell and Messerschmidt, 2005), but also within different institutional 
settings (Barrett, 1996; Reich, 2010) and at different times in men’s lives (Aboim, 
2010). These results challenge the conflation that is made in some previous research 
between the ruling class, positions of power and wealth, and hegemonic masculinities 
(e.g. Carrigan et al., 1985; Donaldson, 1993). The results, then, support the idea that 
hegemonic masculinity is not an overarching form but a “contradictory unity”; that 
involves the production not of one form of masculinity but of different ones (Holter,
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2009, p. 144). In short, what I found is that there is not one pattern of masculinity in 
the ruling class that claims hegemony, but multiple patterns.
This is not to say that hegemonic masculinity is just a discursive political idea 
(Beasley, 2008, p.97) or a discursive practice (Wetherell and Edley, 1999, p. 353). On 
the contrary, this study consistently shows that hegemonic masculinity is grounded on 
institutions and social practices that work in tandem with other structures, like social 
class. Hegemonic masculinity is connected but not determined by the ruling class. 
Thus, the evidence supports Aboim’s (2010, p. 52) claim that it is a mistake to 
uncritically equate an archetypical type of hegemonic masculinity with white upper- 
class men.
In the case studies, I have spelt out the construction of different hegemonic patterns of 
masculinities in the Chilean ruling class. These hegemonic masculinities are structured 
around two axes. The first axis is related to the stance towards institutions, which can 
be oppositional or official / institutional. The second axis is related to the attitudes 
towards gender or class equity, which can be traditional or progressive. The men 
interviewed move between these axes during their lives. Not all these masculinities 
become hegemonic at the same time, or in the same institutional context. On the 
contrary, they become hegemonic as they are structured by space and time. In chapter 
eleven, I argued that “The Death Row” and the “Golden Boys” both claimed a 
hegemonic position: one that was oppositional and another that was institutional in 
relation to the school. While the first group claimed hegemony outside the school, the 
second one claimed it inside the school. While the first group claimed hegemony by 
appropriating resources that were available outside the school or that were opposed to 
the school project (i.e. alcohol and drug consuming, instrumental sexuality, fights), the 
second claimed hegemony by controlling institutional resources (e.g. student union, 
respectable sexuality, membership of Catholic religious communities). Therefore, 
members of these two groups embodied different patterns of hegemonic masculinities 
in different institutional settings.
However, the life-histories suggest that both hegemonic masculinities share some 
features. They include: compulsory heterosexuality, centrality of competence 
(especially in sports), class isolation, and subordination and marginalization of
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difference, including the subordination of women. However, as I argued in chapter 
twelve, this subordination was differently practiced. Men who embodied the 
institutional pattern grounded the subordination of women on a rhetoric of respect and 
protection. Men who embodied the oppositional pattern subordinated women by 
making them overtly their object of desire.
The findings of this study demonstrate that these patterns of hegemonic masculinities, 
like the ruling class, are not fixed. Through the life-histories it is possible to appreciate 
that the formation of hegemonic masculinities is a dynamic and contradictory process.
I have argued that rarely one pattern of masculinity becomes hegemonic in one 
institutional setting indefinitely, or is embodied by one man throughout his life in the 
same way. Benja enacted an oppositional hegemonic masculinity that had ascendancy 
over some of his classmates, but not in front of the new Catholic movement school’s 
authorities (chapter four). Germán embodied an institutional hegemonic masculinity 
being school prefect and captain of the school’s rugby team, but he relied on his 
friends to avoid being teased. Moreover, as we saw in chapter eleven, interviewees 
experienced different masculinity transitions during their lives, including transitions 
among different forms of hegemonic masculinities within the school.
One important finding -which cannot be captured by studies that research hegemonic 
masculinity at one point of men’s lives- concerns with what happens with these 
patterns of hegemony after leaving school. Cases are found where the oppositional 
pattern disappears while the official one continues. In adulthood, the official pattern of 
hegemonic masculinity in the ruling class is related to a clear trajectory through 
university and work that generally, though not always, leads to power positions. This 
trajectory includes forming a heterosexual family with a woman from a similar class 
milieu; maintaining strong intra-class social ties even if they are unwanted; and having 
limited involvement in domestic duties and child care. The oppositional pattern, on the 
other hand, is replaced by a less confrontational pattern of masculinity, a pattern that 
we can call alternative hegemony.
The alternative pattern of masculinity seen in the interviews generally implies some 
kind of breaking with both institutional and oppositional hegemonic masculinities. 
Although this masculinity implies a more equitable approach to gender relations, it is
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not yet an “equality masculinity” (Messerschmidt, 2012b, p. 40). The practices around 
this pattern of masculinity embody an alternative project in the making. Thus, this 
alternative masculinity still shares some elements of the institutional hegemonic 
masculinity -going to university, working in the labour market, or having a 
heterosexual partner.
At the same time, this possible project has not yet solidified into one pattern of 
masculinity. I identify two variations. One pattern can be seen in men who are 
“contingent involved” fathers and partners, who have gotten more involved in 
domestic work or child care (chapter eleven). The other can be associated with a 
nuanced version of a neoliberal managerial masculinity. Alejandro, for instance, 
embodies this second version of the alternative project. He is what we can call a neo­
hippie manager. He combines different patterns of masculinities. Although he enacts a 
masculinity that is technically-oriented (i.e. highly qualified), bureaucratic-oriented 
(i.e. specific organisational knowledge and skills), and body-oriented (i.e. soccer 
player and Bikram yoga practitioner), he simultaneously embodies a masculinity that is 
open to innovation, concerned about the environment, oriented to a sort of family- 
based communitarianism, and concerned with children’s happiness. Although this 
project of masculinity can arise from any fraction of the ruling class and any type of 
elite private schools, it is more common in the managerial and professional fractions, 
and among interviewees who attended elite private schools other than new Catholic 
movement ones.
Exemplified in the alternative masculinity, but also present through the masculinity 
transitions discussed in chapter eleven, my research supports the argument that the 
process of changing masculinity from traditional patterns to more progressive ones 
operates through time and space and is more than a one-time change of practices from 
one form of masculinity to another. It seems that in men’s lives, change is a back and 
forth process. It is more complex than a continuous line of masculinities. It looks more 
like a mosaic or bricolage (Aboim, 2010) or hybridity (Messner, 2007) of masculinities 
that are structured by institutional and historical settings. Hegemonic masculinities 
strategically appropriate aspects that previously could have been only allocated to gays 
(Demetriou, 2001) and women (Aboim, 2010; Messner, 2007), such as compassion 
and care, and in a lesser degree, domestic work. I see this operation as a hegemonic
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one. Although it generates a change through gender equity, it also reinforces men’s 
domination over women. Simultaneously, emotional crisis tendencies, like the one 
Benja lived after breaking up with his first wife, can reinforce rather than challenge 
traditional gender arrangements even among men who present more progressive 
gender attitudes.
In the process of change, the connection with the transnational arena does not 
necessarily produce durable gender equity practices. Although the majority of the men 
who went to study or to live overseas practiced a contingent equality -being more 
involved in domestic work while abroad- when they returned to Chile they resumed the 
traditional domestic arrangement, and only varied it if their labour situation changed 
(e.g. Frederick). The contact with transnational arenas does not necessarily produce a 
change towards a more equitable relationship. For instance, Oscar responded to the 
labour pressure by relying on his wife (chapter six).
Based on these findings, it does not seem useful to make a distinction between 
hegemonic and dominant masculinities. Although this distinction has been claimed 
theoretically (Schippers, 2007) or through “empirical common sense” examples 
(Jefferson, 2002, p. 72; Beasley, 2008), it has rarely been examined empirically. 
Messerschmidt (2010) constitutes an exception. He argues that in Bush Senior’s and 
Junior’s speeches about the Iraq and Afghanistan wars, it is possible to distinguish 
between hegemonic and dominating masculinities at regional and global levels. The 
hegemonic masculinities are constructed by a discourse grounded on an inferior, toxic 
and Oriental villain [Saddam Hussein, Bin Laden, etc.], a feminised and infantile 
victim [Kuwait, the US, etc.], and a civilized and Western hero [themselves]. The 
dominating masculinity was constructed through a camouflaged politics whose 
purpose was to establish a unilateral dominating military force. While the first 
masculinity was based on sensibility and compassion, the other one was grounded on 
pure force. Although analytically this seems a clear-cut distinction, in practice it is 
difficult to see how the Bush dynasty could have been able to construct and impose the 
two different patterns of hegemonic masculinities (heroic rescuer and heroic succorer) 
without the military backup of the US army. It seems that for Messerschmidt 
hegemonic masculinity is mainly enacted through relations of hegemony / 
subordination ignoring that the interplay of gender with other social structures
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generates relations of marginalization. The power relations that Messerschmidt 
accurately describes seem to be grounded on ethnic (Western) and national (the US) 
hegemonies in relation to a marginalised middle-east.
I argued in chapter thirteen that the process of marginalization is central to the 
construction of contemporary hegemonic masculinities since in different spheres the 
ruling class gains material ascendancy in relation to middle and working classes. 
Although the evidence from my research makes me agree with arguments that 
hegemony is not brought about by an extension of domination (Holier, 2009), it also 
shows that hegemony does have a material base of some kind. Hegemonic masculinity 
-even as a symbolic strategy- does not float free (Messner, 2007). Arturo’s life-history 
provides a good example. At school he embodied what I called a vulnerable 
hegemony: being heterosexual, physically big, from a wealthy family, attending an 
exclusive school but having learning and social difficulties. He started a process of 
“hegemony restoration” grounded on enacting official and oppositional hegemonic 
masculinities. He enrolled in the Naval Academy and became a physical machine, 
learning that he could use his body to defend himself. The process was complemented 
when he started the institutional academic path grounded on rationality, graduating as a 
business administrator and becoming manager in his family’s accounting firm. This 
process “transformed” him. He is now able to subordinate working class women when 
he goes to strip-clubs, or ruling class women who do not accomplish the ruling class 
idea. Simultaneously, his current institutional position allows him to marginalise 
working class men. He justified the lack of a gender equity policy at his father’s 
company because workers are all technicians from “lower social levels” who are used 
to fooling around without being able to “structure a working hour and fulfil it.”
The results of this study suggest that we can think in spheres of hegemony, to 
paraphrase Walzer’s (1983) conception of justice and complex equality. Hegemony 
can be exerted in different institutional contexts. These institutions are more than local 
expressions of masculinity arrangements (Connell and Messerschmidt, 2005) since 
each one of them is interwoven even at a regional and global level. For instance, a 
hegemonic masculinity within a Catholic religious community is also engaged with the 
masculinity promoted by that church worldwide. The same applies to the practices of 
Kung-Fu. Among Kung-Fu students, the aspired-to model of masculinity is not the
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business executive of a transnational corporation, but Bruce Lee himself. It is not that 
one form of masculinity is above the other per se, but that the hierarchy depends on the 
institutional situation and life trajectories. In different institutional contexts, at any 
geographic level, different forms of hegemonic masculinity can emerge. As in Walzer, 
it depends on the definition of each community.
A transnational business masculinity (Connell and Wood, 2005), for instance, can be 
hegemonic within the transnational corporation and related contexts. It is perfectly 
possible to think that other fractions might embody other hegemonic masculinities at 
other times even within the corporate fraction (i.e. military, media sports stars, etc). It 
is not the case that, because the transnational corporation is hegemonic in the global 
economy, senior executives can claim a monolithic and indisputable hegemonic 
masculinity worldwide. They have to face hegemonic masculinities at the local level 
(Charles), or they have to face the fact that some executives do not continue working at 
a transnational level (Germán, Oscar).
The roles of elite private schools and of women
The role of elite private schools in the making of contemporary hegemonic 
masculinities among ruling class men is highly contradictory. On the one hand, the 
schools’ educational projects were deliberately constructed to produce respectable 
men, and to be linked to ruling class family values. In chapter ten, we saw that these 
schools refer themselves as “family schools”. Francis suggests that because of his 
school he never conceived of himself “not being married, and not having children...
[or] lying or robbing”. These schools also supposedly promote a culture of respect and 
solidarity. However, the relationship between the families and the schools is not 
always a strong one, as we saw in Benja’s and Amelia’s cases (chapters four and nine). 
Moreover, from the life-histories we can conclude that these ideals were persistently 
challenged not only by students, but also by schools themselves.
Schools’ staff and students challenge those value principles particularly in relation to 
sexuality (chapter eleven and twelve). During the school time of the interviewees, elite 
private schools deliberately promoted compulsory heterosexuality, while other 
alternatives were banned. Although schools could have turned an integrative face
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towards difference, Oscar is perceptive when he suggests that overt homosexuality 
among students could have ended in expulsion from the school. The pressure for 
heterosexuality had important consequences. For instance, effeminate students were a 
major target of bullying and discrimination. However, the level of homophobic 
violence narrated by the interviewees, though systematic and painful, seems to have 
been less than the level described by Anglo-Saxon scholars (e.g. Poynting and 
Donaldson, 2005). It is hard to say if this is because some respondents normalised 
those practices, or because the process of toughening up was less severe since these are 
not boarding schools, or because the toughening up process was softened in memory.
This compulsory heterosexuality was framed in a context where there was a lack of 
sex-education, or where sex-education was given in the form of “brushstrokes”
(chapter five). Although there are significant differences in the way sexuality was 
treated -ranging from conceiving it as a sin or a taboo in new Catholic movement 
schools, to speaking about it more openly in some traditional Catholic schools-, all 
schools were grounded on a gender regime that reinforced the idea of male sexuality as 
naturally uncontrollable and women’s sexuality as passive. Issues about pleasure, 
rights, emotions, homosexuality, contraception or power in the relationship were 
generally not discussed. Charles’ memories of the sex-education being delivered by a 
female teacher in a context where there were not many female teachers suggest not 
only that sexuality was exclusively related to reproduction, but also reproduction was 
exclusively related to femininity. Uncontrollable adolescent male bodies could only be 
taught by male teachers or “ugly old female teachers”. In Kurt’s traditional Catholic 
school, an exception, sexuality wasn’t a taboo but misogynist; priests even stressed the 
duality between active (men and masculinity) and passive (women and femininity) 
sexual roles (chapter eleven).
The pressure for heterosexuality and the lack of sex-education produces contradictory 
reactions about women. The main reaction was the idea that women were intrinsically 
different from men. In all-boys schools, this can range from fear (Francis) to 
objectivation (Charles) and the requirement to be a gentleman (Emilio). These 
educational practices, along with the lack of women or of women in power positions, 
also produce a perception of women as inferior and weak. This situation is aggravated 
in a context of class isolation. The chaneo practices and the long-standing institution of
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the nana are examples of this (chapter twelve). Is this a case of a normal division of 
attitude between the school and adolescent students? I argue that the subordination and 
marginalization of working class women is indirectly promoted by these schools and 
the ruling class families. This is a practice that does not depend on the type of schools. 
For instance, William and Charles grew up in traditional-oligarchic families and were 
enrolled in their schools because of the value proximity between their families and the 
schools. Despite being from different generations and attending different types of elite 
private schools, both were very active in the chaneo practices.
Such practices reveal the limits of the “values” promoted by the school, or of the idea 
that class and gender are related to certain values more than to practices. For instance, 
the chaneo practices are required for class formation not only because they exclude 
working class women from the category of marriageable women, but also because they 
provide a path for the normalised exploitation of women without having to confront 
ruling class women. This also exemplifies that the influence of the school over 
students’ lives is not direct or complete, even in ruling class schools. This is not a 
small matter. I argue that the schools’ inequality regimes (Acker, 2006) are sustained 
precisely in these types of contradictions. These schools generate oppositional and 
official hegemonic patterns of masculinities, producing a fragmentation of hegemony 
and at the same time a sense of hybridity. These schools need both patterns to maintain 
their class and gender hegemony, since ruling class men can exercise domination in 
different spheres through these different forms of masculinities.
On the other hand, elite private schools have a more coherent influence in relation to 
the wider society. This can be related to the promotion of strategic skills for the 
neoliberal economy. A fundamental skill is the promotion of competence. This was 
thought through internal and external competence in both sports and academics. Being 
used to competing is a useful skill in the neoliberal economy, not only in the race for 
getting the best positions in the labour market, but also as a way of seeing how the 
world works. Knowing how to compete is more than a skill, it is also an ideology. This 
was represented by the schools as “playing for honour” in non-Catholic schools or 
“public lectures” and “expositive classes” in new Catholic movement schools, or as 
traditional sports championships in traditional Catholic schools. An additional element 
of competition is team work. This can be related to managerial abilities, as shown by
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Germán, Francis, Oscar or Alejandro, like delegating and knowing the labour cycle. 
Although they learnt much of that in practice at university and early in their careers, 
they had the chance early to be involved in a competitive environment that required 
team work.
Elite private schools also prepared these men for a globalised world. These schools 
have had a long relationship with the global north, and in a lesser degree with other 
Latin-American countries (chapter ten). Studying or working overseas has always been 
a possibility for their students as the high rates of overseas postgraduate degrees shows 
for this group (chapter thirteen). This globalised stance is most emphasised in non- 
Catholic elite private schools where the curriculum is broader. These schools also 
promoted a sort of “cosmopolitanism” in relation to ethnicity and religion that are 
fundamental in a globalised world. There is a sense that the world is within easy reach. 
However, these schools didn’t consciously promote a culture of care or a more 
sensitive male, an approach that some elite private schools in the metropole are 
currently promoting in a context of recuperative masculinity politics in education 
(Lingard et al., 2012). Then as now, there was not much debate on gender equity or the 
role of education in the formation of different masculinities in Chilean elite private 
schools. On the contrary, the connection with the global world was much less 
emphasised in selective public schools.
Elite private schools also promote a tendency towards the privatization of collective 
action. Cooperation is practised within closed circles, the equivalent of the school’s 
team, and oriented to personal benefit. For the majority of the interviewees, social 
inequalities should be overcome through individual actions like education and not 
through major structural reforms like tax reforms, or losing some of their privileges. 
Moreover, interviewees’ interest in politics is low, though the presence of alumni of 
elite private schools in the parliament is rising (Espinoza, 2010). None of the 
interviewees saw themselves working in the public sector or in politics. The ones who 
already were working in the public sector were either planning to quit (Francis) or 
planning an early retirement (Alejandro). Frederick, the only politician I interviewed, 
wants to have the liberty to transit between the state and the private sector. It is 
tempting to attribute this privatization to neoliberal politics. But the fact is that in Chile 
this process occurred along with a dictatorship and during a democratic transition; both
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aimed at political de-mobilisation. This situation supports Ziegler’s (2004) argument 
that among alumni of elite private schools there is a privatization of the future rather 
than a wish to lead a collective process. It seems that the only collective process they 
might lead is in the private sector. Among my respondents, this pragmatism or 
privatization of collective action, nevertheless, is not related to an intention of 
balancing work and family.
Finally, the influence of women in the formation of hegemonic masculinities is 
grounded on a two-fold paradox. On the one hand, the increased involvement of ruling 
class women in the labour market, in comparison with a generation before, has 
produced tensions in family arrangements. For ruling class men, it is now more 
difficult to do nothing at home as it was in their fathers’ times. Women are now more 
empowered and some of them demand men to get involved; they are not men’s 
“geishas” anymore (chapter eight). However, there are still men who do nothing 
despite that all of them have incorporated in some degree a gender equity discourse. 
This expresses the limitation of discourses in promoting changes in gender practices. 
Probably, the change is less evident in men who grew up in families that were part of 
the traditional oligarchy fraction of the ruling class and who attended new Catholic 
movement elite private schools. Charles, for instance, is a man who is not only 
“enduring bullets” at work, but also in relation to gender and class changes (chapter 
five).
On the other hand, ruling class women still live under a gender order where “the 
mother is the mother”. The idea of the self-sacrificing woman is still present in these 
women’s lives as we saw in Kate’s and Amelia’s cases. This is not only related to 
domestic life but also to sexuality. For instance, being cool or embodying an 
emphasized femininity implies being appealing to men (i.e. dressing in a sexy way and 
having boyfriends), but at the same time, being respected. It was a combination of 
being sultry and demure. This way of being only makes sense in a context where 
hegemonic masculinities are grounded on compulsory heterosexuality. This femininity 
indirectly works in constructing the distinction between the other-different and the 
other-similar on which ruling class men’s sexual practices are based.
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However, this is a modernized version of traditional emphasized femininity. Although 
it doesn’t necessarily contest patriarchy, it challenges some aspects, particularly in 
relation to the labour market. As in the construction of hegemonic masculinities, this is 
a femininity that incorporates elements of continuity and changes in a contradictory 
process that we can call “institutional revolution”. These women are far from 
grounding their identities as women on the household, or being devoted to supporting 
their husband’s career. Ruling class women have made it to university and into the 
labour market in unprecedented numbers. However, as Kate’s and Amelia’s cases 
show, this does not seem to be part of a gender project where women become more 
autonomous, but part of a class project. Ruling class members, whether they are men 
or women, do go to university. It is part of what is expected and valued. Although 
Germán states that he still has friends who are married or want to marry “ornamental 
women”, all the interviewees, but Alejandro, married a woman with a university 
degree.
This paradox is not maintained because women want it. Although change in the gender 
order has been pushed mostly by women (i.e. their incorporation in the labour market 
and their entrance to university), men are still not comparably involved in domestic 
work and child care. As Monica suggests, “men don’t have in their hard drive that 
child care and domestic work are among their functions”. There is an asymmetrical 
equality. This is related to the masculinisation of the structure of power and to the 
current dynamics of neoliberal globalisation. In the corporate world, as Francis’s and 
Oscar’s cases show, men are required to work long hours; if you cannot handle it, you 
have to quit -as Oscar and Germán did and Francis is thinking to do. Currently there is 
no way that men working in high positions in the corporate world or in the state could 
be able to be involved in domestic chores. Moreover, due to gender inequalities in 
salaries among professional couples, sometimes this gender division of labour in a time 
of transition is a class strategy to maintain a class position.
These tensions are reduced by the employment of working class women. Both ruling 
class men and women are dependent on nanas for their own capacity to work in the 
labour market and to be autonomous. Class relations, thus, help to stabilise gender 
relations but simultaneously class relations -in this social context at least- change more 
slowly than gender relations.
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The emerging hegemonic patterns that I have examined in this thesis were formed in a 
period of change. Further research should explore whether these hegemonic patterns 
consolidate or not. I hope that the account about hegemony I have given in relation to 
class and masculinities provides clues to understand social inequalities not only from 
the position of the privileged, but also from the perspective of the disadvantaged and 
marginalized. Only with that understanding, I think, we can start tackling “social 
problems"’.
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Appendix One: Letter of Invitation
Dear XXX,
I’m writing to invite you to participate in a research project to be conducted from the 
University of Sydney. The project is a sociological study that will explore the process of 
growing up among men and women that completed their secondary education in fully-paid 
private schools. The name of the project is “Men, leadership and private education”.
As you are a former student of one of these schools, I would like to invite you to participate in 
it. Your participation will involve a focused life-history interview in which you will be asked 
about your childhood and school experience, and some aspects about your current family and 
work situation. This activity will last between 1-2 hours. Your participation will be completely 
anonymous and confidential.
The study is being conducted by Sebastian Madrid, Ph.D. candidate from the Faculty of 
Education and Social Work as part of his degree thesis. He is being supervised by Prof. 
Raewyn Connell and Dr. Helen Proctor, and the project has received satisfactorily the ethic 
approval from the Human Research Ethics Committee of The University of Sydney (Protocol 
13149).
My contact details are listed below and I would welcome any questions about this research. If 
you decide to be interviewed, please contact me to arrange the details for the interview 
according to your time alternatives. I will telephone you during the next week to check that 
you have received this letter and ask about the possibility of your participation.
Thank you very much for your time.
Yours sincerely,
Sebastián Madrid P 
E: smad5120@uni.sydney.edu.au 
T: 02 XXXXXXX 
M: 09 XXXXXXX
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Appendix Three: Participant Consent Form
I , ............................................................................ [PRINT NAME], give consent to my
participation in the research project
TITLE: Men, leadership and private education
In giving my consent I acknowledge that:
1. The procedures required for the project and the time involved have been 
explained to me, and any questions I have about the project have been answered 
to my satisfaction.
2. I have read the Participant Information Statement and have been given the 
opportunity to discuss the information and my involvement in the project with 
the researcher/s.
3. I understand that I can withdraw from the study at any time, without affecting my 
relationship with the researcher(s) or the University of Sydney now or in the 
future.
4. I understand that my involvement is strictly confidential and no information 
about me will be used in any way that reveals my identity.
5. I understand that being in this study is completely voluntary -  I am not under any 
obligation to consent.
6. I understand that I can stop the interview at any time if I do not wish to continue, 
the audio recording will be erased and the information provided will not be 
included in the study.
7. I consent to: -
i) Audio-taping YES □  NO □
ii) Receiving Feedback YES □  NO □
Signed:
Name: .................................................................................................................................
Date: ................................................................................................................................
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